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The primary purpose of this study was to determine the magnitude of the
teacher shortage in the Mississippi Delta region, and to investigate the factors which
seem to influence the attrition and retention of teachers. This study employed a nonexperimental quantitative investigation designed to analyze survey data. The sample
for this study included selected K-12 teachers employed in school districts in the
Mississippi Delta region, and two non-Delta school districts. 436 teachers
participated in the study. The study was designed to answer questions on the
commitment level of currently employed teachers in the Mississippi Delta region.

Data were collected using a 4 - point Likert response scale. All data were
entered and analyzed using a SAS Multiple Regression (stepwise) program. In
addition, analysis of variance (ANOVA) was used to compare the means in each
section and to report observed variance in the different parts. A t-test was performed
to analyze the differences in the responses of the Delta and non-Delta schools in
terms of commitment levels. With the level of significance for inclusion established
at p<0.05, the researcher was able to determine that age, years of teaching experience,
and salary were insignificant. Results also revealed number of years teaching in the
district and race were found to be statistically significant. The researcher did not find
any differences in commitment levels or any other variables in the responses of the
Delta and non-Delta teacher participants.
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CHAPTER I
INTRODUCTION

At a time when educational quality, Iraq, Afghanistan, and the economy top
the public’s list of electoral concerns, classrooms across the United States continue to
suffer serious teacher shortages. Given the expected surge in public school
enrollment, the problem of too few teachers is likely to get far worse before it gets
better (Ingersoll,1995; National Center for Educational Statistics [NCES], 2000). In
the next ten years, America will need to hire two million teachers to meet the rising
enrollment demand and replace an aging teaching force (Johnson, 2005; Moir, 2005).
Half of the nation’s teachers will retire during this time period. At the same time,
student enrollment, which hit a record high during the fall of 2000, is projected to
continue to grow rapidly during the next ten years (Ingersoll, 2001b). According to
the literature, the country should have been prepared to make educational
accommodations for more than 54 million youngsters. This number is three million
more children than were educated in 2000 (Ingersoll, 2001b; National Education
Association [NEA], 2003).
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Some education policy researchers have predicted a major teacher shortage for
the past two decades. The United States Department of Education estimates that 2.2
million teachers will be needed over the next decade, exceeding the annual
production rate of new teachers. More specifically, “hard-to-staff” high-poverty
urban and rural districts will require more than 700,000 new teachers in the next 10
years (Johnson, 2005).
The nation’s public school system is handicapped by an increasing demand
for qualified teachers (Ingersoll, 2001a; NEA, 2003). School districts across the
country are experiencing shortages of qualified teachers. Shortages are most acute in
southern and western states, urban and rural schools, and in mathematics, science,
English as a second language, and special education (Ingersoll, 1995a).
The close of the 2005-2006 school year was the deadline for public schools to
ensure that all conform to the “highly qualified teacher” criteria. These criteria were
established in the No Child Left Behind Act of 200l. “Rural school districts are going
to have just as much difficulty as their urban counterparts placing a highly qualified
educator in every classroom” (McClure, Redfield, & Hammer, 2003, p.1). The scope
of the problem becomes evident when one considers that 43% of United States public
schools, attended by 31% of the nation’s school-age children, are located in rural
communities or small towns of fewer than 25,000 people (McClure, Redfield, &
Hammer, 2003; Reeves, 2003). An examination of the nation’s major urban school
districts shows that almost 100% have an urgent need for teachers in at least one high
need subject area such as special education (98%), science (98%), and mathematics
2

(95%). An acute shortage also exists for bilingual and English as a Second Language
(ESL) teachers and educational technology specialists (American Association for
Employment in Education [AAEE], 2003; Hussar, 1999).
Almost two-thirds (60%) of these urban districts allow non-certified teachers,
or persons without a state license to teach using an emergency license. Likewise, the
same percentage (60%) allow for the hiring of long-term substitutes. In all, 82% of
the districts allow non-credentialed teachers in the classroom. (AAEE, 2003; Hussar,
1999). As mentioned above, there is a strong need for teachers in a wide array of
subject areas, and across a range of grade levels. Ninety-eight percent (98%) of the
districts nationally report that they have openings for special education teachers, and
75% of the districts say they have immediate needs for teachers in three fields:
science (98%), mathematics (95%), and bilingual education (73%). A national survey
conducted by NEA found that more than half of the districts (53%) reported a need
for more elementary teachers. The survey also found that there was a high need
(83%) for male teachers (Helmes, 2008; NEA, 2004).
Older, or rather experienced teachers are beginning to retire in large numbers
just as student enrollments are beginning a decade-long rise. These two factors spell
shortage (Atkinson, 2000; Boe & Gilford, 1992; Ingersoll, 1995b; NEA, 2003). As of
the 1993-94 school years, one quarter of all public school teachers were 50 or over
(NEA, 2003). Almost one-third of all U. S. teachers have been in the profession over
20 years--and more than 6 of every 100 teachers or 17% are leaving the profession
each year (NEA, 2003). Most of these individuals are retiring, but one in every five
3

is simply deciding to quit. As the demand for teachers continues, some educators fear
that the lowering of academic standards, or qualifications required for teaching, will
occur. Nationally, about 15% of high school mathematics teachers do not have a
major or minor in mathematics, and consequently, are not certified or qualified to
teach the subject (Sanders, 2004). In the Mississippi Delta region, the numbers are
even higher, according to Jordan Goins, the retired Superintendent of the West
Bolivar School District and former Chairperson of the Mississippi Valley State
University Delta Superintendent Partnership Initiative (J. Goins, personal
communication, 2006; Helmes, 2008). The Mississippi Valley State University
Partnership Initiative is an organization comprised of 19 Delta superintendents of
schools, the President, Vice President for Academic Affairs, and Dean of Education
at Mississippi Valley State University. This group was organized about 9 years ago
to work on problems related to the teacher shortage in the Delta, faculty development,
K-12 student achievement (improving student performance on standardized tests),
and increasing interest among African American students in mathematics, science,
computer science and technology. The school districts that comprise the Partnership
are: West Bolivar, Benoit, Cleveland, Shaw, Mound Bayou, Quitman County,
Coahoma County, Coahoma AHS, Clarksdale, Holmes County, Humphrey County,
Leflore County, Greenwood, Indianola, Hollandale, Leland, West Line, Tunica, and
Greenville.
The majority of the school districts that comprise the state’s critical shortage
areas are found in the Mississippi Delta (See Appendix A-Districts that comprise the
4

state of Mississippi Critical Teacher Shortage Areas). The critical shortage districts
are often located in rural communities, and several of the districts are part of the
Partnership Initiative. These districts and communities are especially impacted by the
teacher shortage.

Purpose of the Study
The primary purpose of this study was to determine the magnitude of the
teacher shortage in the Mississippi Delta region and to investigate the factors which
seem to influence the attraction and retention of teachers. Attention was given to
understanding the magnitude of the teacher shortage in this region of the state, and
the strategies which seem to be effective in the recruitment and retention of qualified
teachers for the schools. Through the review of the literature, the researcher looked at
some of the best practices in terms of what other school officials were doing in the
region, state and the nation to address the challenges caused by the teacher shortage.
The Mississippi Delta region was selected for this study because the researcher
believes that many of the problems that give rise to, and impact the teacher shortage,
are evident in the Mississippi Delta region. This study was designed to answer the
following questions about the teacher shortage, and teachers currently employed in
selected districts in the Mississippi Delta:
RQ1: Does interest in continuing to teach serve as a predictor of
currently employed teachers leaving the teaching profession?

5

RQ2: Does age serve as a predictor of currently employed teachers
leaving the teaching profession?
RQ3:

Does the number of years of teaching experience serve as a predictor
of currently employed teachers leaving the teaching profession?

RQ4:

Does the number of years teaching in the district serve as a
predictor of currently employed teachers leaving the teaching profession?

RQ5:

Does salary serve as a predictor of currently employed teachers
leaving the teaching profession?

RQ6: Does race serve as a predictor of currently employed teachers
leaving the teaching profession?

Significance of the Study
The Mississippi Delta region is one of the poorest areas in the United States.
The residents of this region suffer with an overwhelming need for education, health
care, economic development, and ecological awareness. Besides disadvantaged
students, the Delta has a shortage of qualified teachers, high joblessness and not
enough college graduates (Helmes, 2007). Roughly half of the African Americans in
Mississippi live in the Mississippi Delta (Lower Mississippi Delta Development
Commission, 1990). For more than 150 years, cotton was the mainstay for this
region. It was cotton grown in the Mississippi Delta that supplied the textile markets
of England and New England, which, in turn, perpetuated the slave labor system of
the South. Soybeans, corn and rice cultivation, timbering, oil refining, and the
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chemical industry helped diversify the regions’ economy (Lower Mississippi Delta
Development Commission, 1990; Rosilli, 1999).
Since 1950, however, an increasing need for a trained and educated workforce
has been on the rise. Simultaneously, there has been a decreasing interest in the labor
requirements for traditional crops like cotton, corn, rice, and soybeans. These
conditions have resulted in a high number of displaced workers in this part of the
state. There is also a high rate of infant mortality and illiteracy in the Mississippi
Delta. On the other hand, the region is rich in natural and cultural resources and has
produced some of the nation’s most distinguished writers like Eudora Welty, Richard
Wright, John Grisham, William Faulkner, and Tennessee Williams. In addition, one
can also find some of the poorest readers in the nation in the Delta (Mississippi Delta
Development Commission, 1990). The Clarion Ledger, (1999), one of the largest
daily newspapers in the State of Mississippi, published that:
•

Year after year the Delta schools tend to perform academically at the bottom in
the state.

•

Eight of the twelve school districts that were on probation because of low student
test scores were located in the Delta.

•

Fourteen (14) Delta school districts were among 21 districts statewide barely
one level higher than the bottom, and struggling with lower than acceptable
student test scores.

•

Student performance in one Delta district was so dismal; the district was placed
under state oversight.
7

The paper quoted Andy Mullins, who is executive assistant to the Chancellor
of the University of Mississippi and former special assistant to three different state
superintendents of education, as saying, “schools in the Mississippi Delta, a premier
farming region, have always been lacking” (Rosilli, 1999). Additionally, these school
districts have among the:
•

largest number of low performing schools;

•

highest dropout rate in the state;

•

state’s lowest percentage of students in regular daily school attendance;

•

lowest percentage of students receiving high school diplomas; and

•

toughest challenge recruiting and retaining qualified teachers (Bounds, 2007;

Helmes, 2008; Mississippi Department of Education Annual Report Card 2002-2003,
2003-2004, 2004-2005).
Although the Mississippi Teachers Center has many programs in place for
recruiting teachers to the critical need areas of the state, a teacher shortage in the
Mississippi Delta continues to exist. Critical needs districts are recognized by the
state of Mississippi as those districts having more difficulty than others filling
positions. Geographically speaking, 47 of the state’s 152 school districts face
challenges filling teacher vacancies based in part on their more rural locations.
Although just about every region of the state has a critical teacher shortage area, the
vast majority on the list are in the Mississippi Delta (Helmes, 2007). State
Representative Steve Holland of Tupelo, MS, stated in an article in the Clarion
Ledger (1999) that there’s no doubt the Delta has lagged behind other regions of the
8

state such as the hills and the gulf coast. Holland continued that he believes that
legislators from outside of the region realize that the Delta hadn’t prospered as well as
other areas of the state, and that legislators were genuinely interested in seeing the
Delta improve for the good of the rest of the state (Bounds, 2007; John, 1999;
Helmes, 2007). In the past, the legislature has crafted legislations such as the
Mississippi Critical Teacher Shortage Act, and supported programs like Teach for
America (TFA) to help this area of the state. Since 1991, when TFA began placing
volunteers in the Mississippi Delta, 382 program corps members have worked on
both the Mississippi and Arkansas sides of the Delta (Nelson, 2002). While local
superintendents and principals say they could easily find placements for more TFA
corps members, the reality is that the interest among the Corps members has not been
sufficiently high enough to support the need. People from other parts of the state and
the nation, seemingly, are not racing to get to the Delta to work. There is a teacher
shortage in this region and most of the teachers have been there for at least 20 years.
However, the percentage of teachers who make up this elite group, seemingly, is
beginning to decline rather steadily (Helmes, 2008; John, 1999; Lower Mississippi
Development Commission, 1990).
There is a dearth of research and data in the literature on the problems and
consequences of the teacher shortage in the Mississippi Delta region. Data are
needed on the magnitude of the teacher shortage in this region, and attention needs to
be given to factors which seem to influence teacher recruitment and retention. These
and other problems associated with providing a quality education for the young
9

people of the Delta must be identified and addressed in order to improve the quality
of life for the residents of this region. Failure to solve these problems is likely to
have dire educational and economical consequences not only for the people of the
Delta but also for the State of Mississippi as a whole.
This study was designed to investigate teacher perceptions of skills and
abilities, interest in teaching, reasons for leaving the teaching profession, and to
identify the current status of a random sample of teachers in the Delta region. These
data were used to assist in developing an understanding of the teacher shortage in the
Delta and the state and why teachers might leave the field of teaching. The study was
also designed to investigate differences in subgroups of teacher respondents.
Findings from this study are thought to be useful to school officials in the Delta
region in developing effective strategies to reduce attrition rates among teachers in
the region and to increase retention. Additionally, the results of the study could also
be useful for school officials as they continue to address the problem of the teacher
shortage in the Delta and across the nation in similar school districts and areas.

Scope, Limitations, and Assumptions of the Study
Given the comprehensiveness of the problem, the researcher limited the scope
of the study to the following considerations and assumptions:
•

The intent of this study was to identify factors which contribute to the
recruitment and retention of qualified teachers for the Mississippi Delta
region. It was not the intent of the researcher to look at recruitment and
retention of teachers for the State of Mississippi as a whole.
10

•

While it is generally accepted that a qualified teacher is essential in promoting
quality teaching and learning, it was not the intent of this study, however, to
assess the specific impact these persons may have on teaching and learning
in the K-12 environment in the Mississippi Delta region.

•

Resulting from the Mississippi Critical Teacher Shortage Act passed by the
Mississippi Legislature in 1998, the MDE instituted a number of programs
and strategies to address the teacher shortage problem in the state. It is not
the intent of this study, however, to assess the effectiveness of the state’s
programs and strategies.
Several assumptions were made in this study. One assumption was that the

randomly selected sample of districts and schools is representative of the population
since it was not feasible to include all possible districts, schools, and teachers in this
study. Another assumption was that the researcher would gain the cooperation of
administrators in selected schools and districts and they would allow the
administration of the survey in faculty meetings and will encourage all teachers to
complete the survey.
Additionally, the researcher assumed that the teachers completing the survey
would be honest and truthful in their responses. In the administration of the survey,
respondents were encouraged to be as honest and truthful as possible in their
responses.

11

Definition of Terms
Since some words and concepts are open to more than one meaning or
interpretation, the researcher feels that it is imperative to define certain words used
here to ensure the study is fully understood.
Rural - The U. S. Census Bureau defines a rural area as one with a population
of less than 2,500.
Teacher Shortage - Teacher shortage refers to the number of teachers in
demand minus the supply of teachers on hand. In other words, there is a teacher
shortage when there are more teachers needed than there are available personnel to
provide an education to students.
Highly Qualified - Resulting from the No Child Left Behind Act, Mississippi,
like other states, is mandated by the Federal government to employ a highly qualified
teacher in all core subjects from mathematics to history by the end of the 2005-2006
school year. Highly qualified means a teacher must have at least a baccalaureate
degree in the field in which the candidate is assigned to teach, must pass a state
licensure examination to prove subject matter knowledge and pedagogical
competence, and must hold a state license to practice.
Mississippi Teacher Center (MTC) - Authorized by the Mississippi
Legislature, the center was opened in July 1994 to recruit and retain quality teachers
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for the schools of Mississippi. The center is responsible for teacher recruitment,
enhanced training, and instructional support.
Recruitment and Retention - Recruitment and retention refer to the process of
finding, hiring, and keeping teachers once they are employed.
House Bill #609 (or the Critical Shortage Act) - In 1998, the Mississippi
Legislature passed House Bill #609, the Critical Shortage Act. This legislation
provided full tuition to students who attend college to become teachers and agree to
work for a specific period of time in schools in Mississippi that have a critical teacher
shortage. This legislation was designed to reverse the teacher shortage in the state.
The purpose of the Act was to attract qualified teachers to those geographical areas of
the state as designated by the Mississippi Board of Education.
Critical Teacher Shortage Areas - The Critical Teacher Shortage Areas refers to
the 43 school districts in the geographic shortage areas identified by House Bill #609.
The following criteria are used to designate those areas:
•

Mississippi public school districts with 60 or more teaching positions
having 10% or more of their teaching staff not appropriately licensed shall
be declared a geographic shortage area. Not appropriately licensed shall
include teachers teaching out-of-field, teachers teaching with no
certificate, and long term substitutes.

•

Mississippi public school districts with less than 60 teaching positions
having 15% or more of their teaching staff not appropriately licensed shall
be declared a geographic shortage area.
13

•

Mississippi public school districts having 30% or more of their teaching
staff with 25 or more years of experience shall be declared a geographic
shortage area.

•

Mississippi public school districts that were named as geographical
shortage areas for two or more years preceding the enactment of this
methodology shall continue to be named as geographical shortage areas
(Mississippi State Board Policy, 1999, p.7406).

Alternate Certification - The definition for alternate certification varies from
state to state. However, for the purpose of this study, the term refers to any
significant departure from the traditional undergraduate route through which
candidates must pass to satisfy the licensure requirements. Typically these
requirements include the candidate completing a specific number of college credits in
general education, a subject matter discipline, professional studies, student teaching,
and then passing a licensure examination.
Mentoring - This term refers to the act of a veteran teacher guiding and
supporting a first-year teacher.
Staff Development - This term refers to training that is provided to teachers to
strengthen or enhance their knowledge and skills in the teaching field.
Out-of-Field Teaching - This term refers to teaching classes or courses in an
area that the teacher does not have a major or minor, and an appropriate teaching
license.

14

Summary
This chapter has presented the rationale and background for this study. The
study was designed to investigate teacher attitudes and perceptions about their skills,
interests in teaching, and possible reasons for leaving the teaching profession. The
Mississippi Delta region was selected for this study because of the poor performance
of students on tests, challenges in recruitment and retention of teachers, high dropout
rates, and the need for improved education is this area of the state and nation.
Research questions have been posed to guide the study, the data collection, and the
analysis processes. The scope, limitations and assumptions of the study have been
presented, and the terms to be used in the study have been defined. The next chapter
will present the review of related literature on the teacher shortage.
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CHAPTER II
REVIEW OF LITERATURE

This chapter presents a review of the literature related to the teacher shortage.
There are a number of aspects of the teacher shortage addressed through the literature.
The first problem discussed is the problem of attracting, distributing, and retaining
teachers across the country. Reasons for the teacher shortage are noted, and are
followed by the problems unique to rural schools, and how the teacher shortage
affects these school districts. The national problem of teachers having to teach out of
their field of preparation or expertise is presented as well as possible strategies for
addressing the teacher shortage.

Teacher Shortage: A Problem of Attraction, Distribution,
and Retention
Historically, school districts throughout the country have had trouble finding
enough qualified teachers; however, the teacher shortage may be better understood as
a problem of attraction, distribution, and retention. For public schools, it is difficult
to compete for employees with other very well paying fields (Murphy, DeArmond, &
Guin, 2003). While districts offer career paths they know have well paying job
opportunities for students, the reality is teachers do not make as much as carpenters
and electricians, and yet teachers are needed to train students in these fields
16

(Bruno & Negrete, 1983). What may seem as an overall teacher shortage may in fact
be a distribution problem. Teachers tend to be highly concentrated in some areas
while there remains a lack of teachers (much less, “highly-qualified” teachers) in
other areas. The lack of highly qualified teachers tends to be located in primarily
low-income, high-minority schools, and certain fields, such as math and science
(Ingersoll, 2001b & 2003b). The migration of teachers from one school to another
and out-of-field teaching affect teacher shortages more than the overall attrition or
initial supply (Ingersoll, 2001b). Despite what has been said, the teacher shortage is
not an urban legend or a monolithic problem. The impact of teacher shortage is
spread unevenly across geography, student demographics, and subject areas. The
most intense shortages tend to affect districts and schools with the neediest students
(Ingersoll, 2004). Urban districts and schools enrolling low-income minority students
have the hardest time finding teachers, and foreign language and special education
teachers are the hardest to find (NEA, 2004; Murphy, DeArmond, & Guin, 2003).
According to the National Commission on Teaching and America's Future, the
teacher shortage has been misdiagnosed and the problem is not a shortage of trained
teachers but one of keeping teachers in the classroom (National Commission on
Teaching and America’s Future [NCTAF], 2000). Shortages exist where there are not
enough people to work for the salary and under the working conditions offered in a
specific area (Feistritzer & Chester, 1998; Ingersoll, 1995). While there appears to be
shortfalls in some states and districts, there is often a surplus in other states and
districts even when they are in close proximity to each other. Reports have indicated
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there is a surplus of teachers in the Northwest, Rocky Mountains, Northeast, and
Middle Atlantic region and there are shortages in Alaska, the West coast, and the
South (AAEE, 2003). In general states offering higher salaries, policies supportive of
education and teaching, and states with a greater number of higher education
institutions, have fewer problems hiring teachers (Baugh and Stone, 1982; American
Association of States Colleges and Universities [AASCU], 2005). Within states,
wealthier districts seem to have a surplus of teachers while poorer districts offering
lower salaries and less attractive working conditions have difficulty hiring (NCTAF,
2002).
Ingersoll argues that the teacher shortage is real. If there were no shortage,
there would not be as many unqualified teachers assigned to classrooms in this
country (Ingersoll 2002; Texas State Board for Teacher Certification, 2000). The
high demand for teachers is not driven by an undersupply of entering teachers, but by
an excessive demand for teacher replacements driven by a staggering teacher turnover
rate (Ingersoll, 2002; NCTAF, 2002). At the local level, many qualified teachers do
not find their way into jobs in districts where they are most needed. The bestqualified teachers are typically recruited to better-funded districts with higher levels
of support. Teachers with options want to work in schools paying them adequately
and supportive of their efforts (Ingersoll, 2004).
The turnover rate among teachers is significantly higher than for other
occupations (Murnane, Singer & Williett, 1989). An alarming and unsustainable
number of teachers are leaving the teaching field after teaching for only a very few
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years. The No Child Left Behind Act of 2001 has stimulated a national effort to find
highly qualified teachers for every classroom. But no teacher supply strategy will
ever keep the classrooms staffed with quality teachers if educators and politicians do
not reverse the debilitating rate of teacher attrition (NCTAF, 2003). Efforts need to
be balanced in order to prepare high quality teachers with strong strategies to support
good teaching in schools (NCTAF, 2003; NEA 2003).
As a result of high attrition rates and despite school officials’ best efforts to
recruit new teachers, many schools wind up with a net loss of teachers each year. In
1999 schools hired overall 232,000 teachers who had not been teaching the year
before (i.e., new teachers hired and not ones simply moving from one school to
another). But overall schools lost more than 287,000 teachers who left for other
occupations that year--55,000 more than they hired (Ingersoll, 2001b; NCES, 2000).
The data on teacher attrition reveals the surprising information that the United
States educates and trains more than enough teachers to meet its needs (NCTAF,
2003) and the demand for teachers can be easily met by the current source of supply
(Ingersoll, 2001b). There were 232,000 teachers newly hired into the system in 1999,
but only 85,000 or 37% had just graduated from college. Almost 80,000 or 34% of
the new hires were re-entrants from the reserve pool of former teachers returning to
the classroom. An additional 67,000 or 29% were delayed entrants (educated to be
teachers but pursued other activities before entering teaching) or other new entrants
(hired without prior teaching preparation or experience) (Feistritzer, & Chester, 1998;
Ingersoll, 2002; Sandham, 2003; The New Teacher Project, 2002).
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The nation has a large pool of educated individuals with prior teaching
experience and individuals educated and trained as teachers but who have never
entered teaching. Some 80,000 of these individuals returned to teaching from other
pursuits in 1999 (NCTAF, 2003). The most recent data from the U. S. Census Bureau
suggests there were more than 6 million individuals with bachelor's degree in
education in 1993 (and many more with a major in another field plus a minor,
credentials in education, or a master’s degree). This does not count or include the
approximately three million active teachers at the time, or the at least three million
people in the U.S. who were trained to teach but chose not to do so. To add to these
numbers, over the years, thousands of teachers have entered the classroom through
alternative pathways (Feistritzer, & Chester, 1998; Ingersoll, 2002; Mont & Rees,
1996).
Teacher quality has become a national issue. In the 2002 State of the Union
Address, President George W. Bush said, “We must upgrade our teacher colleges and
teacher training and launch a major recruiting drive with a great goal for America: A
quality teacher in every classroom" (Bush, 2002). In response to this statement by
President Bush, the Teacher Quality Task Force, working in collaboration with the
Public Education Forum and the Mississippi Economic Council, developed a set of
recommendations to respond to the President’s challenge. This group of collaborators
believed their recommendations could make a meaningful contribution to the goal of
having a qualified, competent, and caring teacher in every classroom in Mississippi
(Public Education Forum of Mississippi, January, 2003). Mississippi is one of the
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states confronted with the challenge of establishing a high-quality teaching force.
The state has made a significant effort to recruit teachers through the Mississippi
Teachers Center (MTC). Yet, with all of the programs and services that the MTC has
in place, there is still a teacher shortage in Mississippi, especially in the small rural
school districts in the Mississippi Delta (MDE Annual School Report 2000-2001;
2001-2002; 2002-2003; 2003-2004; 2004-2005).
The National Commission on Teaching and America’s Future (2003) found
that apparent shortages and the hiring of under qualified teachers in many
communities was less a function of labor market shortages than of cumbersome hiring
procedures). Cumbersome procedures often prevented efficient and timely hiring and
routinely chased away good candidates. Similarly, many states enforced redundant
requirements for fully qualified and credentialed candidates from other states making
it difficult for them to enter the local teaching force. Other barriers include late
budget decisions on the part of state and local governments and teacher transfer
provisions pushing new hiring decisions into August or September. In addition, a
lack of pension portability across states and a loss of salary credit for teachers who
move are also barriers (NCTAF, 2003).
Teacher shortages are particularly severe in some fields. The data suggest that
there are too few candidates to meet the demand for teachers in fields like
mathematics, science, and special education (Ingersoll, 2003a; Robinson, 2004).
Subject specific shortages are likely to be worse in states not enacting targeted
programs and incentives to recruit and prepare teachers in these fields. Federal
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incentives such as scholarships and loan forgiveness to steer prospective teachers into
these fields are inadequate. It is important to recognize teacher attrition in these
fields is especially high. Attrition rates for special education, mathematics, and
science are approaching 20% a year. The attrition rate in these fields is more than
twice the rates for social studies teachers for example (AAEE, 2003; AASCU, 2005;
Ingersoll, 1995). While U. S. teacher supply is sufficient on the whole to meet the
demand, there are, nonetheless, longstanding shortages in particular fields (Hammond
& Sykes, 2003; NEA, 2004). Math, science, and foreign language teachers often lead
the list of high demand subject areas. A Texas study of teacher supply and demand
for the 2001-2002 school year, for example, found most districts in the state were able
to hire enough teachers to fill their vacancies. The problem areas were secondary
level teachers in four subjects: science (3% unfilled at the start of the school year),
foreign language (16%), technology (10%), and bilingual/ESL (26%) (Murphy,
DeArmond, & Guin, 2003; Robinson, 2004). Though it did not emerge in the Texas
study, special education is also considered a high demand subject area across the
nation.
Some states are making inroads on these field specific shortages by creating
significant new recruitment and preparation programs and by offering substantial
subsidies in the form of service scholarships and forgivable loans (Cavanagh, 2004).
Inadequate national and regional information about vacancies, lack of license
reciprocity, and inadequate incentives for recruiting teachers to high-demand
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locations all contribute to the problem of getting teachers from where they are, to
where they are needed (NCTAF, 2003).
While the nation actually produces far more new teachers than it needs, some
specific teaching fields do experience shortages. These include teachers for children
with disabilities and those with limited English proficiency as well as teachers of
mathematics and physical science, two of the three subjects in which NCLB mandates
student exams. Increasing supply in the few fields with shortfalls requires both
targeted recruitment and helping preparatory institutions expand programs to meet
select national needs (Hammond & Sykes, 2003).
Thomas Carroll, Director of the National Commission on Teaching and
America’s Future suggests that the country can not find and keep enough good
teachers (NCTAF, 2003). A third of new teachers quit after three years, and nearly
half are gone after five years (2003). The report says the shortage is not driven by
teacher retirements as public school enrollment booms. Rather, more departing
teachers cite personal reasons and job dissatisfaction than retirement as reasons for
leaving their jobs, (2003).
Social, demographic, and economic factors affect teacher supply and demand.
Nationally, factors related to working conditions and salary top the list of workrelated reasons teachers leave schools. Ingersoll (2003) revealed teachers in highpoverty, urban public schools cited poor administrative support, lack of faculty
influence, and classroom intrusions as the three factors in deciding to leave. The top
three reasons cited by teachers in low-poverty, suburban districts were poor salary,
23

poor administrative support, and poor student motivation (McClure, Redfield, &
Hammer, 2003). Rural superintendents responding to a national survey identified low
salaries, social isolation, and geographic isolation as the top three factors responsible
for their difficulties in attracting and retaining teachers (Schwartzbeck, Prince,
Redfield, Morris, & Hammer, 2003). Other frequently cited factors included lack of
adequate housing, the poor economic health of the surrounding community, and being
expected to teach multiple subjects or grade levels.
In the spring of 2007, under the leadership the Mississippi State
Superintendent of Schools, Hank Bounds, and the Mississippi Teacher Center, and
the Center for Teacher Quality conducted a web-based population study of all
Mississippi teachers, asking them to respond to a range of questions about time,
professional development, leadership, empowerment, facilities and resources. The
purpose was clear: to Cultivate Learning Environments to Accelerate Recruitment
and Retention (CLEAR). By hearing directly from school-based educators who
intimately experience and understand working condition issues, policymakers will
have the opportunity to make data driven decisions for developing policies that make
Mississippi schools better places to work and learn (Hirsch, Fuller, & Church, 2007).
For example, while 85% of the state’s educators intend to stay in teaching and in their
current school (referred to as “stayers” in the report), policymakers can look at the
perceptions of teachers who plan to leave their schools (“movers”) and the profession
altogether (“leavers”) to gain insights on how to recruit and retain teachers for its
public school (2007).
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Reasons for the Teacher Shortage
There are many explanations for the teacher shortages. Researchers claim
shortages stem from a combination of increased student enrollments, elevated teacher
turnover rates, and the 'graying' of the current teaching workforce. Ingersoll (2004)
contends the problem does not come from an insufficient supply of potential teachers
but rather from poor working conditions that discourage many potential teachers from
choosing the profession. This problem also leads to a higher rate of migration among
existing teachers (Education Commission of the States [ECS], 2002). While it is true
that 60% of teachers quit the profession after five years, the pay issue is a myth
(McClure, Redfield, & Hammer, 2003). Of those who leave, 60% do so because of a
lack of student discipline, 54% because of working conditions, and 38% because of
paperwork. In 2002, it was noted that less than 25% say they left the profession
because of pay (McClure, Redfield, & Hammer, 2003; Texas Public Policy, 2002).
The statistics for turnover among new teachers are startling. Some 20% of all
new hires leave the classroom within three years. In urban districts, the numbers are
worse. Close to 50% of newcomers leave the profession during their first five years of
teaching. The literature suggests that they feel overwhelmed by the expectations and
scope of the job. Many say they feel isolated and unsupported in their classrooms, or
expectations are unclear (NEA, 2003). Social, demographic, and economic factors
affect teacher supply and demand. Nationally, factors related to working conditions
and salary top the list of work-related reasons teachers leave schools. The top three
reasons cited by teachers in low-poverty, suburban districts were poor salary, poor
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administrative support, and poor student motivation (Murphy, DeArmond, & Guin,
2003). Other frequently cited factors included lack of adequate housing, the poor
economic health of the surrounding community, and being expected to teach multiple
subjects or grade levels (Schwartzbeck et al., 2003).
In attempts to attract and keep highly qualified teachers, rural school districts
face unique challenges such as geographic and cultural isolation, salaries generally
lower than those offered elsewhere, and multiple certification requirements in smaller
schools where teachers must teach multiple grades or subjects. The No Child Left
Behind Act of 2001 may exacerbate the problem by increasing the competition for
highly qualified teachers (McClure, Redfield, & Hammer, 2003).
Research demonstrates the importance of addressing school conditions to
improve teacher retention. Teachers who leave schools cite an opportunity for a
better teaching assignment, dissatisfaction with support from administrators and
dissatisfaction with workplace conditions as the main reasons why they seek other
opportunities (NCES, 2004). Teachers also indicate that a positive, collaborative
school climate and support from colleagues and administrators are the most important
factors influencing whether they stay in a school (Loeb & Darling-Hammond, 2005).
In recent working conditions surveys of teachers in North Carolina, Kansas, and
Arizona, the Center for Teaching Quality has found strong connections between
several teaching and learning factors—including the time that teachers have to plan,
the extent to which they feel empowered, and the quality of their school leaders—
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student achievement and teacher retention (Hirsch, Emerick, Church, & Fuller, 2006,
2007).
Colleges of education historically have a difficult time luring men to become
educators because of dated notions that teaching is women’s work (Racette, 2005).
Salaries are low for teachers when compared to salaries for other professionals
lowering the prestige and social value of a career in teaching (Racette, 2005). Many
men don’t see the teaching profession as a lucrative way to provide for their families
(NEA, 2003). For minority males, the statistics are more troubling. Teachers of color
make up 16% of the teaching population, and some 42% of public schools have no
minority teacher at all (NEA, 2003).
A number of factors seem to make male teachers an increasingly endangered
species in classrooms. In part, gender stereotypes play a role. Despite decades of
struggle to banish the distinctions between the work of men and women, dated
notions prevail. An example is the notion that women are better at nurturing young
children. More male teachers, for these and other reasons, are often drawn to
secondary schools. Economics also plays a role in the gender split (Racette, 2005).
Low salaries relative to other white-collar professions undermine efforts to recruit
males to teaching because many men do not believe teaching pays enough to support
families. Among teachers who do not plan to teach until retirement, more than onethird cite low pay for their decision to quit teaching (NEA, 2004; Racette, 2005). The
percentages are even higher for male teachers (43%) and minority teachers (50%)
(Lee, 2003; NEA, 2003).
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With rising enrollment, shortages continue because teachers continue to retire
and many new teachers leave the profession in the first few years. The help-wanted
signs nationwide stem from a number of causes: including the tight labor market,
growing numbers of school-age children, and higher-paying career options for
women. But one of the most enduring problems is turnover related to pregnancy and
parenting issues (Zipp, 1999). Of the public school teachers who left the profession
in 1994, roughly 14% left because of pregnancy and child-rearing (Zipp, 1999).
Additionally, the country has a graying teaching force. Baby-boom teachers are
nearing retirement, and 2.2 million new teachers are needed by 2010 to take their
place, and meet new demands (Moir, 2005). To meet these new demands, districts
will need to come up with some interesting incentives to attract and lure a new crop
of teacher recruits (Zipp, 1999). Some of the literature on the teacher shortage
problem supports the notion that shortages are caused by a confluence of
demographic and social trends. Others note there is no general teacher shortage, but
rather specific shortages in particular subject areas (Hammond & Sykes, 2003). This
problem is due, in part; to the financial opportunities these educated individuals have
outside the teaching profession. State policy must target this issue; secondary
teachers in low-wage districts are much more likely to leave teaching than their
counterparts in high wage districts (McClure, Redfield, & Hammer, 2003). Other
problems plaguing small rural districts include a lack of qualified personnel,
inadequate transportation, and reduced funding (McClure, Redfield, & Hammer,
2003; Texas State Department of Education, 2002). Teachers need to be offered
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better pay and working conditions to entice them to hard-to- staff and very rural
schools (Allegretto, Corcoran, & Mishell, 2008; Olson, 2000). The NCTAF (2003),
examined teacher retention rates from 1987 to 2000 reported that almost a third of
new teachers leave the classroom after three years, and nearly 50% leave after five
years. The report cited the main reasons for this alarming rate were poor working
conditions, training, and pay (NEA, 2003). Hiring people and thinking the problem is
solved is inappropriate and only masking the problem (NCTAF, 2003; NEA, 2003).
The idea of teacher shortages across the nation attributed largely to a wave of
retirements or to surges in student enrollments is only part of the problem according
to Ingersoll (2002). Basing his conclusions on analyses of federal survey data from
more than 50,000 teachers nationwide, Ingersoll found part of the explanation for the
shortage is unusually high turnover rates among teachers. While the average annual
turnover rate in most professions is 11%, Ingersoll found teachers leave their jobs at a
rate of 13% a year with most of the exodus occurring within the teachers’ first five
years in the classroom, not toward the end of their careers. Of the teachers who
leave the field, 29% leave after three years on the job, and 39% leave after five years.
After five years, the teacher-exodus begins to level off (Ingersoll, 2002; Robinson,
2004). As part of the survey and the data gathering process, teachers leaving their
jobs were asked why they had departed. The largest groups, 40% from urban public
schools and 49% from private schools, said they did so for personal reasons, such as
deciding to stay home to raise children or moving out of the area. Yet, substantial
numbers of teachers reported they left to take another job or because they were
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dissatisfied with their teaching jobs. Dissatisfaction was the reason cited by 57% of
the departing teachers. Among the group of dissatisfied teachers, three-fourths of
those who quit were teaching in poor schools districts, and cited low salaries as the
reason for their dissatisfaction. About one-fifth of the ex-teachers said lackluster
administrative support had caused their frustration. Schools might have better luck
meeting their demands for teachers by making improvements in job conditions,
increasing support for teachers, raising salaries, reducing student behavior problems,
and giving faculty members more say in school decision making (Chaika, 2000;
Ingersoll, 2001a, 2002).
In many Mississippi school systems and especially in the Mississippi Delta
region, communities are dealing with an impending shortage of teachers and have not
found an answer. Mississippi’s teacher workforce is being depleted, quality of
education is being affected, and action needs to be taken to recruit and retain teachers
(Guignon, 1998). Guignon found more teachers are retiring than are entering
classrooms. Teacher education graduates are not serving in classrooms, the number of
retiring teachers is increasing, and teachers are retiring at an earlier age. Teacher
certification requirements in Mississippi are among the toughest in the U. S.;
however, Mississippi teachers earn less than teachers in many other states earn
(Guignon, 1998; NEA, 2003).
The issue of a teacher shortage is more than just simple counts, and runs much
deeper than counts. When examined by location and subject area, shortages do exist
and present critical problems of understaffing. In poor, urban, and minority settings,
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teachers and administrators are in significant demand. In content areas of science and
math, as well as in special education, shortages exist as well. In addition, the problem
does not appear to be a short-term issue; projections indicate that this situation is a
current and growing trend. Less frequently discussed are issues related to shortages
among school administrators (Atkinson, 2000).
Several factors contribute to the teacher shortage problem. Student
enrollment K-12 is growing and projected to continue to increase over the next
decade. In part, the shortage is due to increasing immigration as well as the
emergence of a second baby boom. Simultaneously, growing numbers of retirements
are occurring and predicted to continue in the coming years. One estimate suggests
one third of the nation’s teachers are likely to retire within the next decade.
Compounding these factors are two others: attrition rates among new teachers and
class size. Other estimates indicate entrance examination scores in the top quartile
were twice as likely as their peers in the bottom quartile to have left teaching
(Atkinson, 2000). Additionally, a large number of persons prepared to teach never
enter the profession at all, and the current emphasis on reducing class size increases
the number of teachers required for staffing. Only 60% of students trained to be
teachers enter the profession. In combination, these factors create an increasingly
problematic trend toward shortages in the teaching force (Darling-Hammond, 2000;
Ingersoll, 1996, 2000; NCTAF, 2002; Schwartzbeck et al., 2003).
Teachers who have left teaching may not be that likely to return. In many
cases, they view their current salaries, working conditions, and opportunities for
31

advancement much more favorably than do those who stayed in teaching. Most of
the teachers who leave the profession are Caucasian females; 25% of new hires are
not licensed for their job, and often work with the most at risk students (DarlingHammond, 2000).
Though some believe the current supply of teachers is inadequate the numbers
indicate there is a sufficient supply of teachers (Collins, 1999; Feistritzer, 1998;
Ingersoll, 2003). Collins also noted the problem is one of subject shortages. Once a
teacher has years in a system, he or she may be reluctant to move to a rural or remote
region, starting over again on the bottom rung of a salary scale that is not adjusted for
past experience (Collins, 1999).

Rural Schools in America
Rural and small town schools educate a significant number of America’s
students and have often served as a catalyst for promising education reform. Yet,
rural and small town schools often face unique challenges in meeting the needs of
their students, including difficulties in raising revenue and in recruiting and retaining
quality teachers. Increased federal government emphasis must be placed on the needs
of rural schools, including targeting resources to help attract, train, and retain quality
teachers (NEA, 2002).
Of the nation’s public schools, 49% are located in rural areas and small towns
and 41% of public school educators teach in rural community schools. While rural
and small town schools have many of the same needs as other schools, they often face
different challenges based on their unique characteristics. Approximately 100 small
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rural public schools closed last year and small rural districts are closing at a rate of 80
per year. Funding deficiencies, lack of programs targeted to students with special
needs, difficulties in recruitment and retention of teachers, and inadequate facilities
are among the challenges facing rural schools (Helmes 2008; NEA, 2002). Teacher
turnover rates in rural areas run between 30 to 50% annually and the most common
reason cited for teachers leaving rural schools centered on feelings of isolation
(Collins, 1999).
Some rural areas are in more of a need for teachers than others. The education of
children with disabilities, bilingual education, math education, and science education are
the areas where the demand for teachers is rising (Haggstrom, et al., 1988; Robinson,
2004). Inner cities and rural areas are having difficulty finding math and science teachers
(Merrow, 1999; NEA, 2004). As the student population continues to grow and classroom
size reduction programs are implemented, qualified teachers will remain a necessity.
Elementary teachers are still plentiful in some areas of the country but those who teach
physics, calculus, foreign languages, or those who are trained in special education,
counseling, technology or library sciences are rare (Haggstrom, Darling-Hammond, &
Grissmer, 1988).
The No Child Left Behind Act of 2001 envisions a “highly qualified” teacher
in every American classroom. While this goal is noble, it is a goal that presents
special challenges to already stressed rural schools struggling to recruit and retain
qualified teachers. A severe teacher shortage, combined with rural teacher salaries
that lag significantly behind those of urban and suburban teachers, will make it
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difficult to achieve the vision articulated in No Child Left Behind (U.S. General
Accounting Office, 2003).
Small schools in rural communities are frequently unable to compete with
larger districts in attracting qualified teachers (Reeves, 2003). A panel of educators
from Alaska, Montana, Vermont, West Virginia, South Dakota, Iowa, and North
Dakota met in Colorado Springs in 1999 to discuss a much common problem:
teacher shortages—problems of recruitment and retention in rural areas (Reeves,
2003). With active audience participation from states such as Nebraska, Arizona,
New Mexico, Florida, and Missouri, the group shared common problems. Unequal
salary was identified as the main culprit. Suburban and urban districts often have the
ability to attract more candidates, with significantly higher salary offers. (Education
Commission of the States, 2002). In Alaska, even with very high salaries, remoteness
and housing shortages contribute to teacher shortages. Many rural states find 50% or
more of their teacher graduates take positions in other states with higher pay scales.
One participant noted that the teacher shortages have led many districts into hiring
long-term substitutes since there are no state certification requirements for substitutes.
Some rural states do not have shortages presently except in specific subject areas.
Special education, science, and math are the fields most frequently mentioned as the
areas with the greatest need and the hardest to staff. Teachers in rural schools face
many challenges: low salaries, geographic and social isolation, housing shortages,
often poor physical working conditions, few training programs, limited opportunities
for professional development because of distance from the nearest institutions of
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higher education, and the necessity for teachers to teach more than one grade or
subject are among the widely acknowledged challenges that causes the rural teacher
shortages (Whitener & McGranahan, 2003).

Out-of-Field Teaching: A National Crisis
Out-of-field teaching is not an aberration and it is not restricted to only a few
subjects. In 1991 many public school students in grades 7-12 were taught core
academic subjects by teachers without adequate educational qualifications in the field
they were assigned to teach (Chaika, 2000). One-fifth or 20% of all public school
students enrolled in English classes in grades 7-12 were taught by teachers who did
not have a major or minor in English, literature, communication, speech, journalism,
English education, or reading education (Chaika, 2000; NCTAF, 1997). About onequarter (25%) of all public school students enrolled in mathematics classes in grades
7-12 were taught by teachers without at least a minor in mathematics or mathematics
education. Of all public school students enrolled in life science or biology classes in
grades 7-12, 39% were taught by teachers without at least a minor in biology or life
science. 56% of all public school students enrolled in physical science classes in
grades 7-12 did not have a teacher with at least a minor in physics, chemistry,
geology, or earth science. Over half (50%) of all public school students enrolled in
history or world civilization classes in grades 7-12 were taught by teachers who did
not have at least a minor in history (Ingersoll, 2003 and 1995; Choy et al., 1993).
These data highlight the significant problem the nation faces in trying to ensure
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students are taught by subject matter specific educated and trained teachers (Choy et
al., 1993; Ingersoll, 2004).
Gathering valid data on out-of-field teaching is challenging. First, the way in
which states keep data regarding out-of-field teaching is inconsistent and in some
cases misleading. In one state, for instance, a teacher can teach up to half the time in
an area he/she is unprepared for and not be considered out-of-field. Second, based on
a national sampling of teachers conducted for the National Commission, it appears
the problem is far more acute than is generally recognized (NCTAF, 1997).
A look at how states collect data about out-of-field teaching is testimony to
the differences existing state-by-state and the degree out-of-field teacher statistics can
mask the dimension of the problem. The national data revealed the numbers of
teachers reporting they are teaching subjects such as mathematics and science with
little if any training are alarming. The statistics are especially alarming when course
work in areas like mathematics and science are keys to determining whether students’
performance rates can be improved on state and national tests (NEA Today, 2004).
Much of the problem in out-of-field teaching can be attributed to selective
shortages of teachers, as well as misassignment of teachers. Some local
administrators and school boards are willing to assign physical education teachers to
teach physical science because they do not have the resources to attract and retain
fully qualified teachers. Misassignment of teachers can be partially attributed to the
devaluing of teaching knowledge and skills. Shortages aside, it also appears
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scheduling convenience especially when it comes to accommodating coaching staffs
contributes to the problem (NCTAF, 2002).
School boards throughout the country face increasing difficulty finding and
keeping certified teachers, especially in the areas of mathematics, science, and special
education. Twenty-eight percent (28%) of all high school mathematics teachers lack
even the equivalent of a college minor in mathematics (NCES, 1996; Texas State
Board for Educator Certification, 2000). In Alaska, the number is greater than 50%
and 18% of all science teachers are similarly deficient in their preparation. Many
educators certified to teach science are certified to teach in an area of science
different from the one they are teaching (Chaika, 2000). For example, a teacher
certified to teach earth science may be teaching biology. Texas’s Teacher
Recruitment and Retention Study (2000) found the situation in their junior high
schools even worse. They found that 39% of their seventh and eighth grade
mathematics teachers, and one out of every three science teachers was not certified to
teach those subjects (Ingersoll, 1995; NCES, 1996; Texas State Board for Educator
Certification, 2000).
Ingersoll explained that few parents would expect their teenagers to be taught,
for example, 11th grade trigonometry by a teacher who did not have a minor in math,
no matter how bright the teacher (1999). Chaika (2000) noted that it is all too
common for teachers not to have been trained in what they are actually teaching. In
the Oakland, California schools, half of the faculty is on emergency certification. In
other schools, teachers are told they must teach subjects they haven’t been trained to
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teach. What is called out-of-field teaching is commonplace, and by one estimate,
4,000 students are being taught by unqualified teachers (Ingersoll, 2002).
If a teacher with the proper certification is not available, a school district tries
to fill the position with teachers certified to teach in other areas. If teachers are not
available, administrators usually employ long-term substitutes rather than enlarge or
cancel classes. In Louisiana and Texas, a person without even a bachelor’s degree
can teach for years on an emergency license and never obtain a regular license
(Darling-Hammond, 2003; Ingersoll, 2001b). Because of uncertainties about
enrollment, school districts frequently defer hiring decisions until just before school
starts leaving those teaching out of their discipline virtually no time to prepare.
People teaching subjects they have little or no background usually loathe it, and it is
not sound educational practice. Under-prepared teachers rely heavily on the
textbook, severely inhibiting student learning. Education groups have long called
out-of-field teaching the dirty little secret of America’s schools (Ingersoll, 2003a).
However, this matter has gained in urgency with the forecasts that the country must
hire 2 million new teachers in the next few years. Coupled with this challenge are
international comparisons showing the U. S. school students lagging behind their
peers in many industrialized countries (Bobbitt, & McMillen, 1995; NCTAF, 2003).
Out-of-field teaching is a phenomenon that has long been a crucial but
relatively unrecognized problem in schools in this country. It is crucial because
highly qualified teachers may actually become highly unqualified if they are assigned
to teach subjects they have little or no training or education (Robinson, 2004). The
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evidence is clear that teacher quality is the factor accounting the most for student
learning. Assigning just anyone to teach a class is not sufficient, and runs counter to
everything known about teaching and learning and good educational practice.
Individuals may be talented but not have the necessary content knowledge. Students
deserve teachers who possess both content knowledge and pedagogy skills. Every
child in every classroom deserves a competent teacher (Chaika, 2000).

Strategies to Address Teacher Shortage
The problem of the teacher shortage has created national conversation
pertaining to issues related to recruitment, retention, distribution and teacher
preparation (Collins, 1999). The dialogue was heightened as policy makers, parents,
educators and others investigated the data suggesting the country needed to be
prepared to educate roughly 3 million more students by 2006 than in 2000, and the
country will need a million new teachers by 2010 (NEA, 2003).
The dialogue and interests are heightened even more as one searches the
research. One finding from the research indicates unqualified teachers teaching out
of their area of expertise are in classrooms with a substantial number of students in
the public schools. Low achieving students, lower grade students, and students in
predominantly minority classes are more likely to be taught by out of field, beginning
or poorly prepared teachers (NCTAF, 2003). Qualified teachers in special education
(98%), teachers in science (98%), and for teachers of mathematics (95%) are needed
in districts across the country (Ingersoll, 1996; Schwartzbeck et al., 2003).
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Some experts claim that when the focus is on the teacher shortage, they are
distracted by only the visible side of the coin. The underside of the coin suggests the
real problem is high attrition rather than too few teachers (Feistritzer, 1998; Ingersoll,
2002; NCTAF, 2003). Teacher turnover is significantly higher than for other
occupations, according to Ingersoll and a third of the new teachers leave during their
first three years, and almost half leave after five years (Ingersoll, 2002). Attrition
rates for those who enter from an alternate pathway to teaching and certification can
be as high as 60%, (Darling-Hammond, et al., 2000). A growing student population,
an aging teaching corps, low numbers of males and minorities in the classroom
appear to be contributing to a shortage or decline in the number of teachers available
(NCTAF, 1997; Schwartzbeck et al., 2003).
The full dimensions of the teacher shortage challenge have not yet affected all
states. Studies have demonstrated, however, that there is a shortage of qualified
teachers especially in large urban, high-poverty, and rural districts. Additionally, four
out of five teachers in specific subject areas such as mathematics, science, bilingual
and special education admit that they are not prepared to teach or didn’t spend enough
time training to teach the subject (National Center for Education Statistics, 2000).
In an attempt to counter shortages, some urban districts are moving to bolster
their teaching ranks in shortage areas with a range of stopgap measures, often
including the hiring of non-certified teachers (Darling-Hammond, 1999). In order to
decrease the teacher shortage nationally, Congress has increased the amount of
federal student-loan forgiveness for teachers in science, math, and special education,
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who work in high poverty schools for at least 5 years, from $5,000 to $17,500
(Cavanagh, 2004). Arkansas developed the Non-Traditional Licensure Program
allowing applicants from out-of-state to teach in Arkansas and allowing candidates
with a bachelor’s degree to pursue their teaching credentials on Saturdays and over
the summer (Sandham, 2003). Arkansas also created alternative routes to
certification and began a scholarship program to recruit future teachers but this
solution only supplies a little over 200 teachers a year (Robinson, 2004).
The Chicago Public Schools, working with local universities, have developed
an alternative teacher certification program (Claycomb, 2003). Nevada developed a
provisional business/industry licensure to keep up with the demand for qualified
technical education teachers. Those hired are eligible to teach on the condition that
they enroll in, and then complete, several courses in educational methodology (2003).
Combating small budgets and teacher shortages in rural school districts is not
easy. In 2000 the Southeast Colorado Board of Cooperative Educational Services
(BOCES) was searching for a way to provide for 4520 students in 13 districts which
covers 6000 square miles with more learning opportunities despite the lack of
teachers in the area. Since 2004, Southeastern BOCES has been using a distance
learning system that allows host districts to share their brightest teachers with other
BOCES members not able to offer a particular course. The BOCES acts as a
clearinghouse through matching teachers who want to teach a class with students in
districts unable to offer the class. Enrollment does not exceed 24 students per class
unless special permission is granted. The majority of the courses offered at this time
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are by instructors who have taught at least two to three years over the distance
learning system. Through live interactive video and audio conferencing, students
engage in daily discussion with the instructor as well as students from other remote
locations. Some remote districts have supervisors to keep kids on task, but for the
most part, students behave (Ascher, 1991).
Foreign teachers are also a way of dealing with the shortage of teachers.
Virginia and Maryland school officials are hiring teachers from more than a dozen
foreign countries. Fairfax County is using educators mainly from Japan as foreignlanguage and culture-immersion teachers (Ascher, 1991). In an effort to identify and
recruit future teachers, Hawaii developed a teacher cadet program for high school
students, encouraged university officials to revise admission policies to make it easier
for freshmen to identify education as their major, instituted new teacher induction
programs, and expanded on the options for earning a Hawaii teaching license,
including establishing reciprocal arrangements for licenses from other states and
accepting college degrees from related fields (Hoff, 1981).
The U. S. Department of Defense has placed 4,600 ex-service members in the
classroom through the Troops to Teachers program by paying the tuition of former
soldiers who return to college and earn their teaching certificates (Schwartzbeck et
al., 2003). A new science and math teacher education initiative at California
Polytechnic State University in San Luis Obispo aims to become a model for other
communities. Launched with a $7 million private donation, the ongoing initiative
includes a fellows program for teachers who commit to working two years in under42

represented school districts, as well as in intensive summer institutes to help teachers
update content knowledge and skills. An endowed professorship in science and
mathematics teacher education is providing curriculum development leadership,
building partnerships with schools, and creating a model lab classroom for teacher
education (2003).
Financial incentives are clearly one tactic to attract more teachers to a highneed area. The Education Commission of the States (2002) indicated that thirty-one
states and Guam offer financial incentives to address subject area shortages, 17 states
have incentives for hard-to- staff schools, and 14 states have policies to address
subject area and hard-to- staff schools (Schwartzbeck et al., 2003). Financial
incentives come in many forms. The most common type of benefits involves giving
college scholarships or deferring payment of college loans in exchange for teaching in
a shortage area (Education Commission of the States, 2002). Another common
approach is to offer housing benefits including compensation for moving expenses
and special loans. Other practices include salary increases, offering free or
discounted training programs, and providing yearly bonuses (Education Commission
of the States, 2002).
Un-credentialed teachers are an option also used by four out of five districts.
Sixty percent allow teachers to work under emergency permits, and also use longterm substitutes. Certification waivers and internship programs are used in 38 % of
the districts, and permits in 35 % of the districts (Certo & Fox, 2002; The New
Teacher Project, 2002). Other districts, many among the nation’s largest, have
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pioneered the use of special recruitment efforts aimed at attracting qualified
candidates to the classroom (Sandham, 2003). More than two-thirds (68%) of the
urban districts offer induction/ mentoring and support programs to keep talented new
teachers in the classroom. Sixty-five percent (65%) of the districts offer alternative
routes to teacher certification to bring teaching candidates from other professions
with backgrounds in shortage areas, to the classrooms (Haberman, 1987). More than
half of the districts offer on-the-spot contracts to hire teachers, eliminating the
waiting and the red tape resulting in teachers not taking jobs in urban schools.
(Education Commission of the States, 2002; Sandham, 2003). Virtually all (95%) of
the urban districts recruit at historically African American and Hispanic colleges to
address the minority and teachers of color shortages. Districts are also offering
financial incentives for teaching in high-need subject areas (Chaika, 2000).
High living costs discourage many teachers from accepting jobs in urban
areas, and programs are being created to offset the price of city housing. Officials in
the Chicago Public Schools are using discounts on new homes, condos, and rental
units to lure teachers into classrooms and retain them. In Baltimore, 29 central-office
administrators and a cadre of master teachers were dispatched to cover classes when
the district sought to hire another 104 teachers (Bruno, 2002). Baltimore also
developed an incentive package consisting of on-the-job mentoring, receipt of $5,000
toward closing costs on a home in the city, receipt of $1,200 for relocation expenses,
and higher starting salaries, by which $3,000 to $27,300 to be more competitive with
surrounding systems (Bruno, 2002).
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In April 2003, the Los Angeles Unified School District launched print, radio,
and movie ads searching for white-collar professionals who want to change children’s
lives for the better. The program, called Los Angeles Teaching Fellows, was
designated to select 250 candidates from various professions to participate. The
Fellows engaged in a demanding six-week training program during the summer and
then enrolled in a three-year internship program resulting in a teaching certificate.
When fellows began teaching in classrooms the following fall they were paid the
starting salary for teachers with a bachelor’s degree and no further course work
(Bruno & Negrete, 1983; Schwartzbeck et al., 2003).
Some urban districts are looking for teachers far beyond their borders. In
New York City, school officials recruited teachers from Italy, Spain, Barbados,
Jamaica, and Austria and conducted a $6 million advertisement campaign to tempt
teachers into the classroom for the 2001-2002 school year. New York City hired 25
Austrians via teleconference over the summer to teach math and science. The 1.1
million-student district also imported seven teachers from Spain to teach middle
school Spanish, which requires more formal coursework than most of the city’s
bilingual teachers possess. The European recruitment is just part of an effort by the
nation’s biggest school district to overhaul its personnel practices to meet the demand
for nearly 30,000 teachers in the next five years (Schwartzbeck.et al., 2003).
Many rural areas and states have begun developing a variety of strategies to
combat the teacher shortage problem. Alaska, for example, has instituted a statewide
clearinghouse for job openings and for posting candidate resumes. Many states hold
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job fairs. Mississippi offers loan repayment for students who teach in rural areas.
Other places are beginning programs to encourage student-teacher placement in rural
schools and linkage with mentorship programs (Chaika, 2000; Education Commission
of States, 2000; Reeves, 2003). The Biloxi Public School District in Mississippi,
which pays new teachers $37,000 a year, is trying a pay incentive program for those
who teach, math and special education. Secondary teachers for those subjects can get
a total of $6,250 for staying three years. Current teachers for those subjects will get a
$500 salary incentive for each of the next three years. And all new teachers in Biloxi
can get a total of $3,250 for a three-year commitment. Charles Benton, Biloxi’s
personnel director, said the incentive has been an eye-catcher as he attends various
recruitment fairs (Helmes, 2008).
In Georgia, school districts may hire previously retired school teachers but
only to fill positions in low-performing schools. Only l% of a school district’s fulltime staff can be retirees (Chaika, 2000). Fighting a constant teacher shortage, the St.
Louis Public Schools joined Fannie Mae and CitiMortage to provide forgivable home
loans of up to $7,000 for teachers and principals buying homes in the city. The
teacher or principal must have been employed by the city school system for at least
one year to participate in the loan program. The borrower must stay in the home and
work in the city schools for five years for the loan to be forgiven (Chaika, 2000).
At a time when school districts nationwide are experiencing teacher shortages,
districts historically that have not had difficulty attracting and retaining quality
teachers are having to search for staff. Districts have come up with some creative
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ways to woo teachers to their schools offering housing, laptop computers, eight
computers and a copying machine for each classroom, and a full-time teaching
assistant (Chaika, 2000).
Trying to staff the state’s schools, Alaska initiated the Rural Education
Partnership Program, a one-year program helping Alaska natives and others already
living in rural districts to obtain a teaching certificate. The educators work with the
local school district, community and university while earning their credentials and
about 60% of those who were enrolled were Alaska natives (Chaika, 2000).
Some school districts in New York, Illinois, Texas, Georgia and other states
have reported upward trends, partly boosted by other incentives, such as help with
down payments on homes, rent discounts, signing bonuses and relocation grants
(Education Policy Analysis Archives, February 2003). Another school district offers
on-campus daycare for employees’ children (Blair, 2000). District officials, teachers,
and other employees with young children stayed on the job when they could have
their infants and toddlers cared for in a center close by also reducing employee
absenteeism because it accommodates teachers’ work schedules (Blair, 2000).
Lengthening time spent in student teaching to increase confidence in the classroom
has also been used to lure teachers to classrooms (Blair, 2000).
A survey on teacher recruitment and retention strategies in the Midwest found
that the most successful strategies included: new teacher support programs, small
schools, or restructuring schools to make them smaller. The results stated rural
districts are also less likely to adopt the strategy of cultivating teachers from the
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surrounding communities (NCES, 2004). The 'grow your own' approach, where
districts provide non-teaching employees, parent volunteers, or other community
members with the necessary support to complete a teaching degree, is most prevalent
in urban districts (2004). Overall the poorest districts are the most likely to use this
approach. Although the survey was limited to the Midwestern states, there are
lessons to be learned for rural and small schools experiencing teacher shortages
throughout the county. Keeping small schools intact is one of the best and least
expensive strategies for recruiting and retaining high quality teachers (2004).

Teacher Mentoring Programs
Talk to any teacher about his or her first years in the classroom, and you are
likely to hear a similar story. The first few years are consumed with keeping their
head above water: struggling to learn a new curriculum, developing lesson plans,
dealing with behavioral issues, tracking down supplies, and responding to the various
needs of students, parents, fellow faculty members, and administrators (Driscoll et al.,
1985; Hanushek, Kain, & Rivkin, 2001). Lacking the seniority of veteran educators,
most new teachers start with the most difficult assignments: remedial classes,
multiple preps, and the students with the most diverse and challenging needs (DePaul,
2000; Gordon, 1999; Halford, 1999; Kestner, 1994).
It should be no surprise, then, that 20% of new teachers leave the teaching
field within the first three years (DePaul, 2000; Moir, 2005), and 9.3% do not even
make it through their first full year. And after five years, roughly 50% of beginners
have left teaching (Atkinson, 2000). Undoubtedly, some of these new teachers
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discover they are not well-suited for the job, and go on to pursue careers that better
match their interests and skills. Others leave due to low pay, and still others to raise
children of their own. This situation does not account, however, for the vast number
of promising teachers who leave because of exhaustion, disillusionment, lack of
confidence, and inadequate support (DePaul, 2000).
Since the 1980s, interest in ways to improve teachers’ first experiences in the
profession has grown steadily, spurred on by teacher shortages, ever-increasing
student populations, and the alarming numbers of new teachers who leave education
to find jobs in other fields. Finding ways to support and retain new teachers is an
issue with implications for students, parents, veteran teachers, administrators, teacher
educators, policymakers, and taxpayers, not to mention the new teachers themselves.
High teacher turnover leads to less stable and less effective learning environments for
students; places greater demands on teachers and other school staff members; and
increase the amount of money and time that must be spent recruiting, hiring, and
training replacements (DePaul, 2000). It also limits schools, stability to carry out
long-term planning, curriculum revision, and reform, which may in turn have a
significant impact on school funding (Halford, 1999).
On the average, it costs a minimum of $12,000 to replace a teacher who leaves
a classroom. In addition to the monetary costs of attrition, new data from the New
Teacher Center reveal that well designed novice teacher induction programs can
dramatically increase student achievement (Fletcher, Strong, & Villar, 2003). With
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so much at stake in keeping experienced educators in the classroom, policymakers
would be well served to consider the factors that lead to strong retention rates.
Subject areas in which many schools face serious teacher shortages are
mathematics, science, special education, and foreign language. Because of the
abundance of better-paying private sector jobs for people with math and science
backgrounds, districts must work even harder to make teaching a positive and
rewarding experience for new science and math educators. Beginning special
educators, as well, must be offered all the support and encouragement possible if the
number of vacancies in special education programs across the country is to go down.
Because of their size and distance from larger communities, rural schools
often face additional challenges when it comes to beginning teachers (Atkinson,
2000; Collins, 1999; Lenhardt, 2000). For one thing, the school may have trouble
finding applicants with connections to the area. Although there may be benefits to
bringing a new person into a small community to teach, the feelings of loneliness,
isolation, and stress are magnified when new teachers lack personal support systems
outside school (Collins, 1999; Henson & Shapiro, 1999).
Geographic isolation of rural schools, particularly in states like Alaska, Idaho,
and Montana, presents other barriers, too: school-university partnerships can be more
difficult to implement, there may be fewer available mentors nearby, and regular
meetings with teachers in the same subject area or grade level are nearly impossible
(Geringer, 2000).

50

Clearly, if school officials are to keep up with school reform movements,
increasingly diverse student populations, and the growing demand for quality
educators, we must find effective ways to retain the promising new teachers they have
(Geringer, 2000). In an effort to address the problems of the teacher shortage and the
teacher attrition and retention rate, many schools and districts are implementing
mentoring programs for beginning teachers.
Mentoring is the establishment of a personal relationship for the purpose of
professional instruction and guidance. In education, the value of mentoring has been
recognized in the use of teachers and other professionals in one-on-one instruction of
students for vocational education, science, and reading (Evenson, 1982). Mentoring
programs have been implemented recently for beginning teacher induction and
continuing staff development.

What are the Characteristics and Activities of Mentoring?
From the literature on mentoring in professions, Bova and Phillips (1981)
compiled a list of ten characteristic inherent in any mentor-protégé relationship.
1. Mentor-protégé relationships grow out of voluntary interaction.
2. The mentor-protégé relationship has a life cycle: introduction; mutual trustbuilding; teaching of risk-taking; communications and professional skills;
transfer of professional standards; and dissolution.
3. People become mentors to pass down information to the next generation.
4. Mentors encourage protégés in setting and attaining short-and long-term
goals.
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5. Mentors guide technically and professionally. Mentors teach protégés skills
necessary to survive daily experiences and promote career-scope professional
development.
6. Mentors protect protégés from major mistakes by limiting their exposure to
responsibility.
7. Mentors provide opportunities for protégés to observe and participate in their
work.
8. Mentors are role models.
9. Mentors sponsor protégés organizationally and professionally.
10. Mentor-protégé relationships end, amiably or bitterly.

What Benefits Does Mentoring Bring to the Educational System?
As an interactive system, mentoring benefits all participants: the mentor, the
protégé, and the school system. Mentors gain the satisfaction of being able to transfer
skills and knowledge accumulated through extensive professional practice (California
State Board of Education, 1983; Krupp, 1984). Much of this knowledge is intangible
and is not contained in teacher preparation programs. It might be lost entirely if it
were not rediscovered by each beginner. The questions from beginning teachers
provide opportunities for mentor teachers to reexamine their own classroom practices
and the effects of accepted instructional techniques on the teaching/learning process.
The protégé benefits in three major ways: fast assimilation into the school
environment, establishment of professional competence, and introduction to teaching
as a continually developing, lifelong career. One of the most recognized uses of
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mentoring is the conveyance of operating procedures to the beginner (Evenson,
1982).
The school district benefits both directly and indirectly from mentoring
programs. A school which enthusiastically welcomes beginning teachers and initiates
them to active participation in the educational process potentially reduces its teacher
attrition rate (Driscoll et al., 1985). Furthermore, close supervision of the beginning
teacher catches problems which may affect the instructional process or discourage the
teacher. Involving experienced teachers in the program and providing them the
opportunity to pass on their expertise further demonstrates long-term professional
interest in the faculty and provides an environment conducive to lifelong professional
careers (Bova & Phillips, 1981).
In teacher mentoring programs, beginning teachers are paired with a more
experienced teacher or, in some cases, with a team of experienced teachers, for
guidance and support. Mentors are available to answer questions, observe classes,
problem solve, and talk confidentially to new teachers about the problems they may
be facing in the classroom. The purpose of the relationship, ultimately, is not just to
support the new teacher, but also to maximize his or her effectiveness in the
classroom. Mentoring may occur as part of a larger induction program, or may be
used separately as a means of supporting and retaining new teachers. In the absence
of formal programs, mentoring may also be arranged informally between new
teachers and more experienced colleagues (Feiman-Nemser, 1996).
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Existing Mentor Programs
Some examples existing of programs which use mentoring as a general
approach to staff development are the California Mentor Teacher Program (California
State Department of Education, 1983; Gordon1999; Moir, 1990) and the proposed
Model School System of Louisville, Kentucky (Benningfield et al., 1984). In these
specific programs, the use of “mentor” is a misnomer. Both programs professionalize
the mentoring process by training senior teachers as master teachers to instruct
beginning and experienced teachers in advanced instructional techniques and
classroom skills (Driscoll, 1985).
The New York State Legislature has appropriated funds supporting the
development and implementation of mentor teacher-internship programs in local
school districts and for instructional programs at the BOCES. Funding for this
program is subject to yearly approval by the legislature. This program enables
experienced teachers (mentors) in a district or BOCES to provide guidance and
support to beginning teachers (interns) in their first or second year of teaching.
Research shows that when new teachers are mentored they are more likely to
continue teaching (NEA, n.d.). The mentoring program provides the opportunity for
beginning teachers to enhance their skill while participating in a productive and
supportive experience. There were 71 New York school districts that implemented
the mentor teacher internships during the 2006-2007 school year (New York State
Education Department, 2005).
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The numbers of persons receiving mathematics and science teaching
certification in Montana have held steady at about 75 during each of the last five
years. Montana produces a surplus of new teachers each year, with half of those
certified obtaining jobs in-state and the other half seeking positions elsewhere. Yet,
high attrition rates, reaching 30% per year in some rural districts, have created
awareness of the need for a support system for new teachers (Goodwin, 1999; Moir,
1990; NEA, n.d.).
Unlike most other fields, in which new hires spend years training and building
up to more challenging assignments, first-year teachers are generally expected to take
on the same duties and responsibilities as people who have been teaching for 29
years. It is no wonder, when new teachers are left simply to “sink or swim” under
these circumstances, that so many beginners leave the profession. No matter how
well new teachers are prepared in college, they will require guidance, support, and
opportunities to learn from more experienced educators as they make the transition
from being a student to having students of their own. Schools that provide high levels
of support for beginners will not only retain more teachers, but better teachers—and
students will reap the rewards of a more positive and effective learning environment
overall (Goodwin, 1999).
The success of mentoring programs has been documented largely by opinion
surveys. Most of the programs using teacher mentoring are less than four years old.
Long-term objectives, including the retention of new teachers and development of
experienced ones, have had insufficient time to be realized. However, surveys of
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perceptions of program success overwhelmingly conclude that beginning teachers
expand their techniques, improve teaching skills, and learn classroom management
(Huffman & Leak, 1986; NEA, n.d.). Furthermore, mentors do appreciate the
opportunity to and do pass their expertise on to new teachers (Gordon & Maxey,
2000; Krupp, 1984).
Montana Systemic Teacher Excellence Preparation Program (STEP) Early
Career (EC) mentoring program is in its sixth year. The mentoring program provides
mentors to first-through fourth-year elementary mathematics and science teachers
throughout the state. The mentoring program builds on the project’s first phase,
which began in 1993. In the first phase of the program, each EC teacher is matched
with an experienced mentor. The Mentor training model adopted by STEP was
initially based on the state of Connecticut’s Beginning Educator Support and Training
Program (BEST), but now incorporates elements from many programs. The distancebased model of mentoring is used because many of the EC teachers work in remote
areas spread over the large, rural state, where they are often the only mathematics or
science teacher in the school. The ECs and mentors meet initially in small groups,
and then primarily communicate by e-mail (using the state’s education
telecommunications network (METNET), by phone, and through facilitated online
discussions in small groups of 8-10 ECs and mentors (Gordon, 1999; NEA, n.d).
The Kent School District Mentor program of Kent, Washington provides
professional development, encouragement, and support for all teachers and specialists
new to the Kent School District, especially beginning teachers. Almost two-thirds of
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the funding for the program comes from the school district, another third comes from
the state’s teacher assistance program, and the rest comes from a pilot grant.
Currently 110 beginning teachers, four experienced teachers, two specialist mentors,
and three full-time Mentor Teachers on Special Assignment are enrolled in the
program.
Each classroom teacher and specialist new to the district assigned a partner
teacher for one year. The partner teachers, who are selected and assigned by the
principal, meet weekly with the new teacher, usually during their grade-level weekly
planning time or before and after school. Partner teachers receive two hours of paid
in-service. They do not make classroom observations, nor do they perform any
evaluations.
Portland Oregon Public School’s Beginning Teacher Mentoring Program is a
“systematic and coordinated effort to provide support to beginning teachers during
their first year in the teaching profession.” Both mentors and beginning teachers are
selected through an application process. One mentor is assigned to each beginning
teacher in the program. Whenever possible, mentors and mentees are from the same
school, and teach the same grade and/or subject area. Mentors and beginning teacher
teams have weekly contact (90 hours per year). Demonstration teaching, coaching,
instructional support, and moral support are all part of this contract.
Mentors are selected based on established successful teaching experience,
demonstrated exemplary ability in providing appropriate instructional tools to
students, and having effective planning strategies, subject matter knowledge, and a
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mastery of effective teaching strategies. Mentors receive training in peer team
coaching strategies and guidelines for being effective role models and mentors. The
program coordinator claims that beginning teachers have lots of needs , and they
seem to be endless. She suggests that new teachers tend to almost always romanticize
teaching and the role of the teacher. They are usually hit immediately with a lot of
reality and problems they never anticipate. Portland pays new teachers to attend the
three-day orientation program that is held prior to the beginning of school (Brzoska,
et al., 1987; Gordon, 1999).

State Organized Programs
From 1984 to 1999 the number of state beginning teacher assistance programs
has grown from eight to 27 (Harding, McLain & Anderson, 1999). Although the
programs vary from state to state, all 27 states use mentors to assist beginning
teachers. Many states require beginning teachers to go through an assistance
program, while others make it optional. Seven states offer partial or complete state
funding for mentor programs.
Providing support to beginning teachers is a high priority for the Idaho state
legislature. They have provided funding to districts through the Idaho Mentor
Program since 1996. This funding was not considered adequate; teachers were
simply not getting the support they needed to be effective. In 2000, the legislature
passed a new law with a funding total of $2 million for districts. The new mentor
program now has much more rigid standards. Any district that applies for funding
must submit a comprehensive proposal detailing how they plan to provide support to
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beginning teachers including mentoring, professional development, peer assistance,
and evaluation. Each district’s mentoring program is reviewed every three years, and
the state provides a set of guidelines for districts to develop their teacher assistance
program (Bolam, 1995; Gordon, 1999).
Since 1985, Washington’s Teacher Assistance Program (TAP) at the Office of
Superintendent of Public Instruction has provided state funding for beginning teacher
programs. These funds are given to school districts to pay for the stipends of
experienced mentors, training for both mentors and beginning teachers, and release
time for participants to observe other teachers. Most districts run their own programs
funded by a combination of Washington’s TAP and district funds. Some districts,
especially the smaller ones, utilize Education Service District resources as well. The
funding for each participating teacher was $1,270 for 2000-2001. The stipends for
mentors are 57% of the program budget (NWREL, 2001).
In 1982 the Mississippi State Legislature, through the “Education Reform
Act,” mandated the development of an assessment system suitable to assess the use of
effective teaching methods by beginning teachers as well as other educators. This
beginning teacher programs was essentially required evaluations for decisions about
continued employment and eventual teacher certification. In 1991 Mississippi passed
legislation mandating that all Mississippi schools had to develop a Mentor Teacher
Program that would provide training for mentors, and mentoring assistance to
beginning teachers. The training for mentors is supported by state funding. The
Mentor Teacher Program was planned as a collaborative effort of the Mississippi
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State Department of Education and a state university. Full implementation was
planned for 1994. However, no state funding was made available to support that
effort and full implementation was postponed (Mississippi State Department of
Education, Bureau of School Improvement, 1998).
Any real solution to the teacher shortage problem requires a comprehensive
plan. Such a plan needs to include a blueprint for preparing, recruiting, supporting,
retaining, and restructuring the job of teaching. All of these approaches are important
in order to cause meaningful and sustained improvements in the recruitment and
retention of quality teachers (NCES, 2004).

Summary
American education is ever changing, and the nation’s schools are in turn
changing as they accept the challenge to meet the needs of all learners. However, the
future of American education hangs in the balance as the prospect of a national
teacher shortage looms on the horizon. As the profession begins to recruit young
people into the field of education, the challenges of low teaching salaries, demanding
working conditions, continued public scrutiny, and competition with lucrative
technical jobs taking far less post-secondary education, will call into question the real
commitment of the country to quality education. In spite of these negatives, school
officials must remain committed to seeking out the most talented individuals from
diverse ethnic, racial, social, and economic backgrounds who will be able to fill the
2.2 million teaching positions available over the next decade (Contreras, & Engelhart,
1991). The next chapter will outline the methodology used in this study.
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CHAPTER III
METHODOLOGY

This section describes the methodology used to address the research questions
posed by this study. The target population, sampling method, design, instrument,
protocols and procedures used are discussed. The data analyses for the research
questions are also presented. The research questions are posed at the outset and the
section is concluded with a summary.

Research Questions
This study was designed to examine a set of research questions about teachers
(target population) currently employed in selected school districts in the Mississippi
Delta. The research questions are as follows:
RQ1: Does interest in continuing to teach serve as a predictor of
currently employed teachers leaving the teaching profession?
RQ2: Does age serve as a predictor of currently employed teachers
leaving the teaching profession?
RQ3:

Does the number of years of teaching experience serve as a predictor
of currently employed teachers leaving the teaching profession?

RQ4: Does the number of years teaching in the district serve as a
predictor of currently employed teachers leaving the teaching profession?
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RQ5:

Does salary serve as a predictor of currently employed teachers
leaving the teaching profession?

RQ6: Does race serve as a predictor of currently employed teachers
leaving the teaching profession?

Sample
The sample for this study includes selected K-12 teachers employed in school
districts in the Mississippi Delta Region comprising the Mississippi Valley State
University Delta Superintendents' Partnership Initiative (Partnership). There are 19
school districts involved in the Partnership, and the districts are located in the heart of the
Mississippi Delta. Many of the districts’ students are from impoverished environments
with low levels of parental educational attainment. These districts tend to have a high
teacher vacancy rate and the academic performance of the students tends to lag behind
the rest of the state. Historically, many of the schools in these districts are low
performing (Hayden, 1999; Mississippi Report Card for 2001-2002, 2002-2003, 20032004, & 2004-2005. Specific information on the Mississippi Report Cards can be
obtained from http://www.mde.k12.ms.us/account/RC02/RC02.htm).
The Partnership represents a unique relationship between a cluster of school
districts and a university working together on a set of agreed upon goals and objectives.
The teacher shortage is one of the major areas of concern to the school and the university
officials. The Partnership Initiative is in its eighth year of operation. The primary
purpose of the Partnership is to explore ways officials of Mississippi Valley State
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University and the Delta School Districts can work together to improve the quality of
education in the Mississippi Delta Region. Specifically the Partnership aims to:
1. Improve the life chances and educational opportunities of K-12 students in
the Partnership districts;
2. Address the teacher shortage problem that grips this region; and
3. Improve student achievement through programs like the annual Summer
Mathematics, Science, and Technology Academy. The Academy is housed
at Mississippi Valley State University and serves the region’s eighth
graders in summer enrichment programs in mathematics, science,
computer science, and technology.
The researcher used a purposive or purposeful sample (Chein, 1981; Patton, 1990)
to obtain a representation across the 19 districts involved in the Partnership. This
sampling method is based upon the assumption that it is important to: “discover,
understand, gain insight, and to select a sample that is able to provide the necessary
information” (Chein, 1981, p. 47-48). In order to ensure that the sample represented the
19 districts in the Partnership, the 19 districts were divided into three population
groupings as follows: large, medium, and small based upon number of teachers, schools,
and students. Once the school districts were separated by size, approximately the same
number of district teachers was selected from the 19 districts. All of the teachers in
grades K through 12 in all subject areas were invited to participate in this study. While it
was desirable to involve all 19 school districts constituting the Partnership, the logistical
resources required for such an undertaking made it unmanageable, unworkable, and at
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best exceedingly challenging. Table 1 presents the number of schools, teachers, and
students per Partnership district. With the limits of time and resources taken into
consideration, a sample of approximately 600 teachers was included in this study of
randomly selected districts. Shaeffer, Mendenhall & Ott (1986) present a formula for
estimation of a population proportion sample size if no prior information is available.
Using this formula a representative sample size of about 500 teachers was surveyed for
this study. with a 95% confidence interval. Districts were randomly selected from each
size group (large, medium, and small) in this study to provide a representative sample of
teachers across grade levels and districts. This approach resulted in approximately 165
teachers from each of the large, medium, and small districts participating in the study.

Table 1
Mississippi Valley State University Delta Superintendents’ Partnership
Initiative Districts
Partnership District Populations
(Mississippi Department of Education)
District
Group
No. of
No. of
No. of
Size
Schools
Teachers Students
Greenville City Schools
Large
14
474
7277
Clarksdale City Schools
Cleveland Schools

a Large
Large

Large District Totals
Holmes County Schools

Medium

64

10

213

3615

9

248

3608

33

935

14500

7

193

3557

Table 1 cont.
Greenwood City Schools

Medium

6

230

3211

Leflore County Schools

Medium

6

192

3043

Indianola Schools

Medium

6

166

2712

Tunica County Schools

Medium

5

148

2307

30

925

14830

Medium District Totals
Humphreys County Schools

Small

4

98

1885

Coahoma County Schools

Small

5

131

1823

Sunflower County Schools

Small

4

120

1813

Hollandale Schools

Small

2

103

1619

Quitman County Schools

Small

4

103

1586

Leland Schools

Small

2

81

1184

West Tallahatchie

Small

2

82

1145

West Bolivar Schools

Small

3

80

1094

Shaw Schools

Small

2

55

718
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Mound Bayou

Small

2

48

690

Coahoma County AHS

Small

1

21

313

Small District Totals

31

922

13870

Total All Districts

94

2786

43200

Mean All Districts

4.95

146.63

2271.68

In addition, the researcher surveyed teachers from two non-Delta school districts.
The purpose for the latter was to be able to compare the results of the respondents from
the two separate subgroups: Delta and non-Delta.

Design
This study is a non-experimental quantitative investigation. Data was collected
using a survey. Survey research is a technique for gathering information by asking the
same questions of a group of respondents (Best & Kahn, 1998; Patton 1990). Using this
technique, the researcher was able to ask about experiences, opinions, attitudes, or
characteristics in order to generalize the findings to the population the sample is designed
to represent. Respondents recorded a written response to each question by marking the
appropriate box on the survey form. A large amount of data was collected in a fairly
short amount of time from a wide geographic representation. There are, however,
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limitations with a survey. One limitation is that survey “questionnaires cannot probe
deeply into why respondents have a particular opinion or response” (Hopkins, 1980).

Instrument
The Teacher Information Survey (TIS) was used to collect the data. (See
Appendix B - TIS). This instrument is a modification of an instrument used by Ruhland
(2001) in a study on “Factors Influencing the Secondary Business Teachers”. Sheila K.
Ruhland is an Assistant Professor in Business and Industry Education in the Department
of Work, Community and Family Education in the College of Education and Human
Development at the University of Minnesota. Her research focuses on attrition and
retention of secondary and postsecondary career and technical education teachers,
alternative and traditional teacher certification programs, program evaluation and
assessment, and Tech Prep education programs. Permission was obtained from the author
to use and modify the instrument to suit the specific needs of this study (Appendix C Permission Letter and Survey from Ruhland). Additionally, similar teacher retention
instruments (Chapman & Hutcheson 1982; Kirby & Grissmer 1993) were investigated to
see if an appropriate measure could be developed for this study that was capable of
addressing the questions obtained in the study. The Ruland instrument proved to offer
the best fit.
Surveys became a common method of data collection during the first half of the
20th century. Experts claim the best way to collect data is to prepare a set of questions for
the subjects to respond to (Best & Kahn, 1998; Hopkins, 1980). The literature suggests
that a questionnaire instrument capable of delivering the necessary data involves three
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aspects. First of all, the items presented must be definite and clear in order to generate
definite and quantifiable answers. Secondly, the format of the questionnaire needs to be
structured so respondents do not miss any items and do not have difficulty in recording a
response. The items should be logically sequenced. The third aspect of a questionnaire
is that the instructions should be precisely stated so that there is no likelihood of
ambiguity (Best & Kahn, 1998; Hopkins, 1980; Vockell & Asher, 1995).
The Teacher Information Survey consists of four sections: teacher skills, interest in
teaching, teachers leaving the teaching profession, and demographics. The teacher skills
section contains 18 items. This section describes some of the skills and abilities necessary
for teachers to be successful in the classroom. Using a four point Likert type response
scale of (1)Very Poor/Non-existent, (2) Fair, (3) Good, and (4) Excellent, teacher
respondents were asked to self-evaluate their own skills in areas such as: leadership,
conflict resolution, integrating technology, developing good assessments, planning, and
understanding instructional design and theory.
The Likert scale is a type of psychometric response scale (Vockell & Asher,
1995). The scale is often used in survey research. It is commonly used to measure
attitudes, preferences, and subjective reactions. Subjects are asked to express agreement
or disagreement, usually on a five-point scale. Each degree of agreement is given a
numerical value. The researcher can calculate a total score from the numerical responses.
While the five-point scale is the most commonly used Likert method, some researchers
use the four-point scale. The four-point force choice method was used for this study. The
advantage of the four-point method, argue some researchers is that the middle option
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(neutral or neither agree or disagree) is not available to the respondent. The respondent is,
therefore, forced to select one of the remaining four choices thus minimizing the
likelihood of some distortion in the response (Best & Kahn, 1998).
The interest in teaching section of the survey asked teacher respondents to
identify those factors that would interest them in continuing to teach. The main focus in
these items was to address phenomena that may influence currently employed teachers’
interest in continuing to teach and work with students in the classroom. A four point
Likert type scale of (1) Not Important, (2) Somewhat Important, (3) Very Important, and
(4) Extremely Important, was used with each of the 19 items in this section of the
Teacher Information Survey. This section contained items asking whether professional
development, recognition, positive student interactions, and time to plan were important
factors in causing teachers to stay in the teaching field. Teachers were asked to rate each
of the items on a scale ranging from not important to extremely important.
The Teacher Information Survey (TIS) had a section that asked teachers about
why they might choose to leave the teaching field. The 18 items in this section also used
a four point Likert type response scale of (1) Strongly Disagree, (2) Disagree, (3) Agree,
and (4) Strongly Agree. The underlying constructs involved identifying reasons teachers
might consider leaving the teaching profession. This section included items such as: lack
of promotion opportunities, limits on salary, discipline issues, accountability issues, and
school leadership and climate issues.
The demographic section of the TIS included some scaled questions as well as
items descriptive of the teacher respondent. Teachers were asked to rate their teaching
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experience from excellent to poor, and commitment to teaching as no commitment to
extremely committed. Satisfaction with current teaching position, utilization of
educational preparation and mentorship were a part of the demographic section.
Teachers were also asked whether they intended to continue teaching, their age and
ethnic group, type of certification, years of experience, and salary range. Also included
in this section was information about teaching out of their area, degrees, major, minor
and subjects they are licensed to teach. The descriptive demographic section was
designed to allow for the identification of subgroups of teacher respondents to be able to
describe these subgroups, and to be able to describe the teacher respondents as a whole.
The TIS was pilot tested with a very small group of teachers outside of the Delta area
prior to administration for the study. The purpose of the pilot test was to make sure the
TIS was easy to complete, the items were clearly written and easy to understand, the
directions were clear, and there were no obvious duplications or errors in the instrument.
Pilot respondents were asked to complete the TIS and provide any comments about
content and format. Useful feedback acquired from the respondents was incorporated
into the final version of the instrument.

Data Collection Procedures
The data collection procedures used are described in this section. Prior to
administration of the Teacher Information Survey, permission was obtained from school
officials in each participating district (Appendix D - Permission Request Letters to school
officials, Appendix E - Permission Granted Letters from School Officials). Once
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permission and was granted, school superintendents were contacted to make
arrangements to administer the Teacher Information Survey in the individual schools.
Survey packets were prepared for the individuals in the schools and districts
participating in this study. Survey packets contained a cover letter explaining the study,
and the TIS survey (Appendix G - Cover Letter). Maintaining the anonymity and
confidentiality of the data were of the utmost importance in this study. To facilitate
anonymity, the names of the teachers were not included. Upon completion of the surveys
teachers returned them to the researcher. The completed surveys were put in a large
manila envelope. Thus, it was not possible to match an individual survey to any person at
any time.
The survey administrator attended the faculty meetings and provided oral and
written instructions for the teachers prior to them actually beginning to complete the
questionnaire. The researcher collected the questionnaires at the end of each
administration. Each group was given about 20 minutes to complete the survey. A letter
of appreciation was sent to each school district official by the researcher. At no time were
individual teachers asked to provide a name or to be identified by name. All data was
prepared for data entry and analysis. Once the data was prepared and entered into a
statistical program, the paper data was stored in a locked file cabinet at the researcher’s
residence.
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Analysis of Data
Each research question was addressed with the analysis used to answer each
question. The Thurstone Technique and the Likert Method are two commonly used
processes for opinion research (Best & Kahn 1998). The researcher used the Likert
Method because this method took much less time to construct and to perform the data
analysis. For the purpose of this study, the response scale was considered interval and
treated as interval levels of measurement. The TIS scale scores were created by
summarizing across the items in each section and reported in percentages of responses.
Research questions 1-6 ask if a set of independent variables served as statistically
significant predictors of a dependent variable. Since the underlying goal of this study
was to obtain more information about why teachers elect to leave, or elect to stay in the
teaching profession or in a particular school district, it was of interest to see what
variables might predict why currently employed teachers might consider leaving the
profession. Multiple Regression was used for this analysis. The general purpose of
multiple regression is to help the researcher understand the relationship among several
independent or predictor variables and a dependent or criterion variable (Han & Kamber,
2000). The variables selected as independent variables in this analysis were chosen for
their possible relation to a teacher’s possible consideration of leaving the teaching
profession. In addition, analysis of variance, (ANOVA) was used to compare the means
in each section and to report observed variance in the different parts. The ANOVA was
also used to strengthen the study.
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Summary
In this section, the sampling process has been explained, the instrument (Teacher
Information Survey) that was used in the study has been described; the protocols used to
collect the data, and the procedures for data analysis have been explained. The next
section will presents the results, findings, conclusions, and observations.
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CHAPTER IV
FINDINGS

In this section, the researcher presents the results, findings, conclusions, and
observations from the Data Analysis. The researcher examined a set of research
questions about teachers currently employed in selected school districts primarily in
the Mississippi Delta. The researcher also surveyed two non-Delta school districts.
The data were collected using the Teacher Information Survey. The Teacher
Information Survey is a modification of an instrument used by Sheila K. Ruhland in a
study on “Factors Influencing the Retention and Attrition of Secondary Business
Teachers” (Ruhland, 2001a). The researcher obtained permission from Dr. Ruhland
to use and modify the instrument to suit the specific needs of this study. A copy of her
instrument is in included in the appendix (Appendix H—copy of Ruhland’s
instrument).
The revised Teacher Information Survey used by the researcher consisted of
69 questions asking about teachers’ skills, interest in continuing to teach, and reasons
teachers might leave the teaching profession. The survey also asked teachers’ age,
total years of teaching experience, ethnicity, teaching out of their area of certification,
total years of teaching in the district, type of certification/licensure, whether they are
elementary or secondary teachers, degrees held, and salary range.
74

Using a four point Likert type response scale of (1) Poor, (2) Fair, (3) Good,
and (4) Excellent, teacher respondents were asked to self-evaluate their own skills in
areas such as: leadership, conflict resolution, integrating technology, developing good
assessments, planning, and understanding instructional design and theory. The
interest in continuing to teach section of the survey asked teacher respondents to
identify those factors that would interest them in continuing to teach. A four point
Likert type scale of (1) Not Important, (2) Somewhat Important, (3) Very Important,
and (4) Extremely Important was used. The items asked whether professional
development, recognition, positive student interactions, and time to plan are
important factors in causing teachers to stay in the teaching field.
The Teacher Information Survey also had a section that asked teachers about
why they might choose to leave the teaching field. The items in these sections also
used a four point Likert type scale of (1) Strongly Disagree, (2) Disagree, (3) Agree,
and (4) Strongly Agree. The underlying constructs involved identifying reasons
teachers might consider leaving the teaching profession. The items included lack of
promotion opportunities, limits on salary, discipline issues, accountability issues, and
school leadership and climate issues. Out of 500 surveys administered, there were 436
respondents, yielding an 87% response rate. The researcher sent a letter of
appreciation to each school district official. The variables or questions, the number
responding, mean responses, the standard deviation, and minimum and maximum
response values for each question are presented within Table 2. The survey
instrument is included within the appendices of the document.
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Table 2
Mean, Standard Deviation, Minimum, and Maximum Values
Variable

N

Mean

Std Dev

Q1

434

3.40

0.57

2.00

4.00

Q2

436

3.36

0.55

2.00

4.00

Q3

436

3.19

0.70

1.00

4.00

Q4

434

3.58

0.55

2.00

4.00

Q5

435

3.34

0.58

2.00

4.00

Q6

434

3.25

0.64

1.00

4.00

Q7

434

3.25

0.59

2.00

4.00

Q8

432

3.21

0.61

2.00

4.00

Q9

433

3.09

0.70

1.00

4.00

Q10

431

3.26

0.61

1.00

4.00

Q11

435

3.31

0.55

2.00

4.00

Q12

436

3.13

0.60

1.00

4.00

Q13

436

3.26

0.58

1.00

4.00

Q14

435

3.27

0.65

1.00

4.00

Q15

433

3.60

0.52

2.00

4.00

Q16

434

3.09

0.77

1.00

4.00

Q17

435

2.72

0.94

1.00

4.00

Q18

432

3.56

0.59

1.00

4.00

76

Minimum

Maximum
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Q19

431

2.80

0.91

1.00

4.00

Q20

432

2.58

0.95

1.00

4.00

Q21

434

3.00

0.89

1.00

4.00

Q22

435

3.64

0.53

1.00

4.00

Q23

434

3.54

0.60

2.00

4.00

Q24

434

3.63

0.53

1.00

4.00

Q25

435

3.64

0.54

1.00

4.00

Q26

435

3.65

0.56

1.00

4.00

Q27

434

3.53

0.65

1.00

4.00

Q28

435

3.38

0.66

1.00

4.00

Q29

434

3.70

0.51

2.00

4.00

Q30

433

3.06

0.86

1.00

4.00

Q31

430

3.48

0.72

1.00

4.00

Q32

431

2.32

1.07

1.00

4.00

Q33

434

3.59

0.57

2.00

4.00

Q34

426

2.47

1.08

1.00

4.00

Q35

428

3.16

0.93

1.00

4.00

Q36

427

2.67

1.04

1.00

4.00

Q37

426

2.96

1.03

1.00

4.00

Q38

426

3.37

0.82

1.00

4.00

Q39

420

2.72

0.94

1.00

4.00
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Q40

418

2.56

1.15

1.00

4.00

Q41

424

2.43

1.01

1.00

4.00

Q42

425

2.39

0.97

1.00

4.00

Q43

425

2.89

0.98

1.00

4.00

Q44

420

2.39

1.10

1.00

4.00

Q45

422

2.82

0.98

1.00

4.00

Q46

424

3.00

0.97

1.00

4.00

Q47

422

2.84

0.96

1.00

4.00

Q48

427

2.72

1.17

1.00

4.00

Q49

425

2.47

1.17

1.00

4.00

Q50

412

2.31

1.08

1.00

4.00

Q51

433

3.23

0.64

1.00

4.00

Q52

433

3.43

0.68

1.00

4.00

Q53

431

1.77

1.09

1.00

6.00

Q54

429

3.23

0.77

1.00

4.00

Q55

397

2.47

1.19

1.00

4.00

Q56

422

1.86

0.83

1.00

5.00

Q57

425

3.82

1.44

1.00

5.00

Q58

420

2.88

1.69

1.00

5.00

Q59

423

2.19

1.51

1.00

5.00

Q60

425

2.36

1.59

1.00

5.00
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Q61

322

1.70

1.17

1.00

5.00

Q62

419

1.94

0.24

1.00

2.00

Q63

420

3.30

1.20

1.00

4.00

Q64

405

1.20

0.40

1.00

2.00

Q65

417

1.53

0.74

1.00

5.00

Q66

418

1.57

0.66

1.00

3.00

Q67

419

2.71

0.82

1.00

4.00

Q68

398

1.48

0.60

1.00

4.00

All data were entered and analyzed using a SAS Multiple Regression
(Stepwise) program, which involves starting with no variables in the model,
evaluating the variables individually (one by one) and including them if they are
found to be statistically significant. In statistics, regression analysis is a technique
which examines the relation of a dependent variable (response variable) to specified
independent variables (explanatory variables) (Berk, 2004). Dependent and
independent variables refer to values that change in relationship to each other. The
dependent variables are those that are observed to change in response to the
independent variables. The independent variables are those that are deliberately
manipulated to invoke a change in the dependent variables (Berk, 2004).
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The general purpose of multiple regression is to help the researcher
understand the relationship among several independent or predictor variables and a
dependent or criterion variable (Han & Kamber, 2000). The variables selected as
independent variables in this analysis were chosen for their possible relation to a
teacher’s possible consideration of leaving teaching or remaining in the teaching
profession.
In addition, the researcher used analysis of variance, (ANOVA) to compare
the means in each section and to report observed variance in the different parts, as
well as to strengthen the study. Analysis of Variance examines the significance of the
differences among two or more groups. In addition, it can be used when there are
more than two groups. The output of an analysis of variance (called an F statistic) is
evaluated in a way similar to that of evaluating the t statistic. In dealing with two
groups, therefore, one has the option of using either analysis of variance or a t test. If
both statistics were used to evaluate the same set of data for two groups, the test of
significance for the analysis of variance would be identical to the statistical
significance of the t test. When analysis of variance is used with more than two
groups, the output tells the level of significance of the differences among the several
groups (Vockell & Asher, 1995).

Dependent Variable
Commitment, or Commitment Level, was assessed by having teachers
indicate the priority assigned to continuing their profession. The outcome variable
was extracted from the Teacher Information attitudinal survey Question 56, “What is
80

the likelihood of you continuing to teach in your current district?” Commitment
Level was determined by the actual response to the four-point Likert scaled question,
which varied in scope, from continuing to teach within the district for an extended
period of time to not continuing within the profession.
The scope of the primary hypothesis and the concurrent hypotheses is to
analyze the hypotheses of variable measurements concerning teacher commitment as
described and presented in Chapters 1 through 4. The results of this study are
presented in the order of the research questions hypothesized by this study.

RQ1: Interest
The study sample derived from the survey analysis approach, a multiple linear
regression was designed and evaluated. The variables as defined by the literature
were: Age; Gender; Positive teaching experience; Commitment after highest degree
completed; Degree of satisfaction of educational preparation; Influence of Mentoring;
Commitment to continue to teach in current district; Total years of teaching
experience; Ethnicity; Total years of teaching in district; Out of Area teaching; Type
of Licensure (A, AA, AAA, AAAA, Emergency); Teaching level (Elementary,
Secondary, SPED); Salary; and Degrees held (obtained).
Of the 15 variables regressed upon commitment level, 5 (33%) remained in
the stepwise regression model (Commitment) the F value of 65.16 with a pr > F of
<0.0001, p value <0.05 (see Table 3).
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Table 3
Multiple Regression Analysis: Commitment Level
Sum of

Mean

Source

DF

Squares

Square F value Pr > F

Model

6

227.656

37.942 65.16

Error

361 210.246

<0.0001

0.582

Correlated Total 367 437.902

Root MSE 0.763

R2

0.5199

Dependent
Mean

5.233

Coeff Var

14.582

Adj. R2 0.5119

The stepwise regressions model yielded a R2 of 0.5199 (df 5,361) which
indicates approximately 52% of the variance in teacher commitment level can be
explained by the remaining variables within the analysis. The following variables
were excluded from the model based upon the significance level established for
inclusion of p <0.05: Age; Gender; Positive teaching experience; Commitment after
highest degree completed; Influence of Mentoring; Total years of teaching
experience; Out of Area teaching; Type of Licensure (A, AA, AAA, AAAA,
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Emergency); Teaching level (Elementary, Secondary, SPED); Salary; and Degrees
held (obtained)
Degrees of Freedom (df) is a term that defines the point at which a table will
be entered to interpret an inferential statistic. With parametric statistics (such as t
tests and analysis of variance), degrees of freedom are related to the number of
subjects involved. Parametric statistics are inferential statistics (such as t test or
analysis of variances) that are based on the assumption that the scores on which they
are used are distributed into a normal, bell shaped distribution. With non-parametric
statistics, the degrees of freedom generally are related to the number of categories
employed in an analysis. Degrees of freedom are often given in parenthesis after a
statistic. For example, F(2,88) means to read the F table at the juncture of 2 and 88
degrees of freedom (Vockell & Asher, 1995).

Significant Variables
Interest in Continuing to Teach
Results of the survey pertaining to interest in continuing to teach, a mean
value of 3.4 was reported, with a t value of 4.41. When the variable interest level was
regressed upon the dependent variable, highest degree obtained, a p value of 0.001
was calculated. The level of significance for inclusion was established at p<0.05.
Thus, highest degree obtained was significant.
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Educational Preparation
Results of the survey pertaining to educational preparation reported a mean of
value of 3.23, with a t value of -2.18 indicating a majority of the teachers are highly
educated (holding masters degrees and above). When the variable is regressed upon
the dependent variable, a p value of 0.03 was calculated, the level of significance for
inclusion was at p<0.05. Thus, educational preparation is significant.

Interest in Continuing in Current District
Results of the survey pertaining to interest in continuing to teach in current
district, a mean value of 1.86 was reported, with a t value of -14.39. When the
variable interest level was regressed upon the dependent variable, a p value of <0.001
was calculated. The level of significance for inclusion was established at p<0.05.
Thus, interest in continuing to teach in current district is significant.

Ethnicity
Results of the survey pertaining to ethnicity mean value of 2.19 was
reported, with a t value of 1.99. When the variable interest level was regressed upon
the dependent variable, ethnicity, a p value of 0.047 was calculated. The level of
significance for inclusion was established at p<0.05. Thus, ethnicity was significant.

Years Teaching in District
Results of the survey pertaining to years of teaching in the district, a mean
value of 2.36 was reported, with a t value of -2.16. When the variable interest level
was regressed upon the dependent variable, years of teaching in the district, a p value
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of 0.032 was calculated. The level of significance for inclusion was established at
p<0.05. Thus, years of teaching in the district were significant (see Table 4).

Table 4
Variables of Significance, Mean Value, t value,
Significance Determinant, and Probability
Significance
Variable

Mean

t value

Level

Pr > (t)

3.43

4.41

P<0.05

<0.001

3.23

-2.18

P<0.05

0.03

1.86

-14.39

P<0.05

<0.001

2.19

1.99

P<0.05

0.047

2.36

-2.16

P<0.05

0.032

Highest Degree
Obtained
Educational
Preparation
Continuing in
Current District
Ethnicity
Years in
District

Concurrent Hypotheses

RQ2: Age
The respondents to the survey item concerning age, reported a mean value of
3.82, indicating the majority of respondents were between the ages of 31 to 40. When
the variable age was regressed upon the dependent variable of commitment level, a p
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value of 0.08 was calculated. The level of significance for inclusion was established
at p<0.05. Thus, age appears to have no effect upon teacher commitment level.
However, a further analysis using an analysis of variance (ANOVA) indicated Age
significantly impacts Total Years of Teaching (p<0.05) and Total Years of Teaching
in District (p<0.01). The impact suggests co-linearity among the variables. Thus,
Age impacts overall years of teaching and years within district. Although in and of
itself, Age does not significantly impact commitment, it does impact select variables
which directly influence levels of commitment creating an indirect positive effect.

RQ3: Total Years of Teaching Experience
The respondents to the survey item concerning the total years of teaching
experience, reported a mean value of 2.88, indicating the majority of respondents had
between 6 and 15 years of teaching experience. When the variable total years of
teaching experience was regressed upon the dependent variable of commitment level,
a p value of 0.525 was calculated. The level of significance for inclusion was
established at p<0.05. Thus, total years of teaching appears to have no effect upon
teacher commitment level. An analysis of variance (ANOVA) indicated significant,
positive effects for Total Years of Teaching Experience as it relates to age (p<0.05)
and Total Years of Teaching in the District (p<0.05). There appears to exist a state of
co-linearity between the described variables as Total Years of Teaching Experience
impacts select variables which directly influence commitment levels creating an
indirect positive effect.
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RQ4: Total Years of Teaching in the District
The respondents to the survey item concerning the total years of teaching in
the district, reported a mean value of 2.36, indicating the majority of respondents had
between 6 and 10 years of teaching in the district. When the variable of total years of
teaching in the district was regressed upon the dependent variable of commitment
level, a p value of 0.0319 was calculated. The level of significance for inclusion was
established at p< 0.05. Thus, number of years of teaching in the district appears to
have a significant effect upon teacher commitment level, in that, teachers who have
remained in the district for periods longer than 10 years are more committed to
remaining in the district.

RQ5: Salary
The respondents to the survey item concerning salary reported a mean value
of 2.71, indicating the majority of respondents made between $26,000 and $46,000.
When the variable salary was regressed upon the dependent variable of commitment
level, a p value of 0.1820 was calculated. The level of significance for inclusion was
established at p<0.05. Thus, salary appears to have no effect upon teacher
commitment level. An analysis of variance (ANOVA) indicated significant, positive
effects for salary as it relates to age (p<0.05) and Total Years of Teaching in the
District (p<0.05). There appears to exist a state of co-linearity between the described
variables as salary impacts select variables which directly influence commitment
levels creating an indirect positive effect.
87

RQ6: Ethnicity/Race
The respondents to the survey item concerning race, reported a mean value of
2.19, indicating the majority of respondents were African American. When the
variable race was regressed upon the dependent variable of commitment level, a p
value of 0.0474 was calculated. The level of significance for inclusion was
established at p<0.05. Thus, race appears to have a significant effect upon teacher
commitment level in that minority teachers (African-Americans in particular)
indicated a higher commitment level than their counterparts and are more likely to
remain committed to teaching within their districts (see Table 5).

Table 5
Concurrent Hypotheses

Significance
Hypothesis

Variable

P -value

Level

Effect

RQ2

Age*

0.08

p>0.05

Insignificant

0.525

p>0.05

Insignificant

Teaching
RQ3

Experience*
Teaching

RQ4

In District

0.0319

P<0.05

Significant

RQ5

Salary*

0.1820

p>0.05

Insignificant

RQ6

Ethnicity

0.0474

P<0.05

Significant

88

*Co-linearity is shown between described variables and Teaching in District.
Co-linearity refers to a linear relationship between two explanatory variables. Two
variables are co-linear if there is an exact linear relationship between the two (Best &
Kahn, 1998).
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CHAPTER V
SUMMARY, CONCLUSIONS, IMPLICATIONS, OBSERVATIONS, AND
RECOMMENDATIONS

Introduction
This chapter contains a summary of the study and important conclusions
gleaned from the data presented in chapter IV. In addition, a review of major
findings, observations, implications and recommendations are also included in the
section.

Summary of Study
The primary purpose of this study was to determine the magnitude of the
teacher shortage in the Mississippi Delta region, and to investigate the factors which
seemed to influence the attraction and retention of teachers. Attention was given to
strategies which seemed to be effective in the recruitment and retention of qualified
teachers for the schools of this region. It was not the intent of the researcher to look at
recruitment and retention of teachers for the State of Mississippi as a whole, even
though some of the findings from this study will likely be generalizable to the state
and beyond. Through the review of the literature, the researcher looked at some
common practices and best practices in terms of what other school officials were
doing in the region, state and the nation to address the challenges related to the
90

teacher shortage. The Mississippi Delta region was selected for this study
because the researcher believed that many of the problems that give rise to, and
impact the teacher shortage, are evident in the Mississippi Delta region.
Additionally, there is a dearth of research and data in the literature on the
problems and consequences of the teacher shortage in the Mississippi Delta
region. Data are needed on the magnitude of the teacher shortage in the Delta
region, and attention needs to be given to factors which seem to influence teacher
recruitment and retention. These and other problems associated with providing a
quality education for the young people of the Delta must be identified and
addressed in order to improve the quality of life for the residents of the region.
Failure to solve these problems is likely to have dire educational and economical
consequences not only for the people of the Delta but also for the State of
Mississippi as a whole.
The Mississippi Delta region is one of the poorest areas in the United
States. The residents of this region suffer with an overwhelming need for
education, health care, economic development, and ecological awareness.
Roughly half of the African Americans in the State of Mississippi live in the
Mississippi Delta (Lower Mississippi Delta Development Commission, 1990).
Until about 50 years ago the mainstay for this region was cotton. Since that time
an increasing need for a trained and educated workforce has been on the rise
(Helmes, 2008; Lower Mississippi Delta Development Commission, 1990).
Findings from this study can be useful to school officials in the Delta region in
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developing effective strategies to reduce attrition rates among teachers in the
region and increase retention. Additionally, the results of the study could be
useful to school officials as they continue to address the problem of the teacher
shortage in the Delta and across the nation in similar school districts and areas.
This study was designed to answer the following questions about the
teacher shortage, and teachers currently employed in selected districts in the
Mississippi Delta:
RQ1: Does interest in continuing to teach serve as a predictor of
currently employed teachers leaving the teaching profession?
RQ2: Does age serve as a predictor of currently employed teachers
leaving the teaching profession?
RQ3:

Does the number of years of teaching experience serve as a predictor
of currently employed teachers leaving the teaching profession?

RQ4: Does the number of years teaching in the district serve as a
predictor of currently employed teachers leaving the teaching
profession?
RQ5:

Does salary serve as a predictor of currently employed teachers
leaving the teaching profession?

RQ6: Does race serve as a predictor of currently employed teachers
leaving the teaching profession?
The sample for this study included selected K-12 teachers employed in school
districts in the Mississippi Delta region. These districts tended to have a high teacher
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vacancy rate and the academic performance of the students tended to lag behind the
rest of the state. The researcher used a purposive or purposeful sample to obtain a
representation across the 19 districts involved in the Partnership. In order to ensure
that the sample represented the 19 districts in the Partnership, the 19 districts were
divided into three population groupings as follows: large, medium, and small based
upon number of teachers, schools, and students. Once the school districts were
separated by size, approximately the same number of district teachers was selected
from the 19 districts. All of the teachers in grades K through 12 in all subject areas
were invited to participate in this study. Districts were randomly selected from each
size group (large, medium, and small) in this study to provide a representative sample
of teachers across grade levels and districts. This approach resulted in approximately
165 teachers from each of the large, medium, and small districts participating in the
study for a total of 436 teachers.
The study was a non-experimental quantitative investigation. Data were
collected using a survey. The Teacher Information Survey was used to collect the
data. This instrument was modified from an instrument developed and used by
Ruhland (2001) in a study on “Factors Influencing the Secondary Business
Teachers.” Permission was obtained from the author to use and modify the
instrument to suit the specific needs of this study.
The Teacher Information Survey consisted of four sections: teacher skills,
interest in teaching, teachers leaving the teaching profession, and demographics.
The teacher skills section contains 18 items. Using a four-point Likert type
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response scale of (1)Very Poor/Non-existent, (2) Fair, (3) Good, and (4) Excellent
teacher respondents were asked to self-evaluate their own skills in areas such as:
leadership, conflict resolution, integrating technology, developing good
assessments, planning, and understanding instructional design and theory.
The interest in teaching section of the survey asked teacher respondents to
identify those factors that would interest them in continuing to teach. A fourpoint Likert type scale of (1) Not Important, (2) Somewhat Important, (3) Very
Important, and (4) Extremely Important was used with each of the 19 items in this
section of the Teacher Information Survey. This section contained items asking
whether professional development, recognition, positive student interactions, and
time to plan are important factors associated with decision of teachers to stay in
the teaching field. Teachers were asked to rate each of the items on a scale
ranging from not important to extremely important.
The Teacher Information Survey (TIS) also contained a section that asked
teachers about why they might choose to leave the teaching field. The 18 items in
this section also used a four- point Likert type response scale of (1) Strongly
Disagree, (2) Disagree, (3) Agree, and(4) Strongly Agree. The underlying
construct involved identifying reasons teachers might consider leaving the
teaching field. This section included items such as: lack of promotion
opportunities, limits on salary, discipline issues, accountability issues, and school
leadership and climate issues. The demographic section of the TIS included some
scaled questions as well as items descriptive of the teacher respondent.
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Survey packets were prepared for the individuals in the schools and
districts participating in this study. Survey packets contained a cover letter
explaining the study, and the TIS survey. Maintaining the anonymity and
confidentiality of the data was of the utmost importance in this study. Each
research question was addressed with the analysis to be used to answer each
question. A four-point Likert type response scale was used to perform the data
analysis. The response scale was treated as interval levels of measurement. The
Teacher Information Survey scale scores were created by summarizing across the
items in each section and reported in percentages of responses.
Research questions 1-6 asked if a set of independent variables served as
statistically significant predictors of a dependent variable. Since the underlying goal
of this study was to obtain more information about why teachers elect to leave, or
elect to stay in the teaching profession or in a particular school district, it was of
interest to see what variables might predict why currently employed teachers might
consider leaving the profession. Multiple Regression was used for this analysis. In
addition, analysis of variance, (ANOVA) was used to compare the means in each
section and to report observed variance in the different parts. The researcher also
surveyed non-Delta schools to form a means of comparing responses to like questions
on identified variables. A t-test was performed to analyze the differences in
responses of Delta and Non-Delta schools in term of commitment levels.
Additionally, a one-way ANOVA was performed on selected response variables to
measure differences between the two identified groups.
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Major Findings
Major findings of the study are summarized in this section. Findings related
to the six research questions are outlined--followed by a summary of the comments
respondents made in the comment section of the survey.
Research Question—1: Does interest in continuing to teach serve as a predictor of
currently employed teachers leaving the teaching profession?
Interest in continuing to teach was found to be a significant factor or predictor
in determining whether a currently employed teacher would leave or stay in the
teaching profession, and in the district. Using a regression model, the researcher was
able to determine that educational preparation and years teaching in the district
positively affected the interest to continue teaching. Teachers who seemingly
believed that they were well prepared as instructors were more likely to remain in
teaching longer than their counterparts. Those teachers who had served in the district
for 10 or more years were more likely to remain in teaching and in the district longer
than those who were more inexperienced. Minorities, African Americans in
particular, were also found to have higher commitment levels to teaching, particularly
within the district. The model also concluded that those teaching after receiving a
higher degree, those continuing to teach in the district, those teaching out of their area
of instructional expertise or certification field, and those holding a Masters degree or
higher had a negative impact upon their interest to continue within the profession.
Thus, those who had obtained an advanced degree and those aspiring to earn
advanced degrees were less likely to remain in the profession than their counterparts.
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Likewise, those teaching out of their given areas of expertise or certification field
were least likely to remain within the profession. Similarly, teachers who were
interested in remaining in the profession were not as interested in remaining in the
Mississippi Delta.
Research Question—2: Does age serve as a predictor of currently employed teachers
leaving the teaching profession?
Age, as a variable in isolation, appears to have little to no direct impact upon
commitment level. However, when age is looked at in combination with such
variables as the years of teaching experience and/or years in the district, age creates a
symbiotic predictor that positively correlates with remaining within the profession.
More experienced teachers, in terms of age, and years of experience within the
district were more likely to remain in the profession longer than their counterparts.
Research Question—3: Does the number of years of teaching experience serve as a
predictor of currently employed teachers leaving the teaching profession?
The total number of years experience in teaching appears to have little to no
direct impact upon commitment level. Years of teaching experience does appear to
have a positive, indirect effect upon commitment level when regressed with age
and/or years of teaching in the district. Again, more experienced or senior level
teachers, in terms of age, and years of experience within the district were more likely
to remain in the profession longer than their younger, more inexperienced colleagues.
Research Question—4: Does the number of years of teaching experience in the
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district serve as a predictor of currently employed teacher leaving the teaching
profession?
The number of years teaching in the district does appear to positively
influence commitment to teaching or remaining in the teaching profession. Teachers
who remained in the district for 10 or more years were more likely to remain in the
profession than those new to the area or with less experience.
Research Question—5: Does salary serve as a predictor of currently employed
teachers leaving the teaching profession?
The majority of the respondents reported earning salaries between $26,000
and $46,000. Salary alone appeared to have little to no direct impact upon
commitment level. Money appeared to have no significant influence on a teacher’s
decision to leave the teaching profession or the district. When the researcher,
however, analyzed salary as affected by the variables age or years of experience in
the district, there appeared to be a significant, positive effect for remaining within the
teaching profession and in the district. Hence, money does not seem to influence
commitment levels; yet, as years within the profession increase, the salary increases
and, therefore, compensation becomes a reason to remain in the profession.
Additionally, in reviewing the comments of teachers on the survey, higher salaries,
incentives for teachers like laptop computers, financial support for further education,
free or lower insurance premiums, and recognition and praise were mentioned as
considerations for teachers to remain in teaching and in their current district.
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Research Question—6: Does race serve as a predictor of currently employed teachers
leaving the teaching profession?
According to the data, race seemed to have been significant in predicting if
currently employed teachers would leave the teaching profession and the district.
African Americans displayed a higher commitment level to staying in teaching and in
the district than their counterparts. This finding may be of interest given the
composition of the Delta region. It appears that minority teachers are more inclined
to remain in the profession while Caucasian teachers seek other professional
opportunities. African American teachers are more likely, it seems, to remain in the
minority dominated Delta region.
The study also made cursory analyses of differences in responses as compared
to Delta and non-Delta district teachers in terms of commitment levels and responses
on select variables. No differences were found concerning commitment levels or for
the other variables within the study. This finding may indicate that the commitment
levels of teachers are a growing concern of the state rather than a particular region or
district. However, some variables such as remaining in the district, salary, age, and
race were nearing areas of significance at an alpha of 0.05. Had the alpha level been
increased to 0.10 (acceptable standard) each of these variables would have been
significant. Thus, there does appear to be some difference but the reasoning and
evaluative processes are beyond the scope of this particular study.
Item number 69 on the survey asked teachers for their comments. Their
responses are summarized below in order of frequency:
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•

Higher salaries
o competitive with other states
o higher starting salaries for beginning teachers with a
baccalaureate degree

•

Incentives
o lower insurance premiums and free insurance for retirees
o financial support for teachers to further their education
o free laptop computers for teachers
o free insurance if teachers sign a 5 year contract
o financial incentives to teachers who remain in the district
o for more than 5 years, 10 years, 15 years, etc.

•

Administrative Support
o smaller classes
o teacher assistants/aides
o adequate teaching supplies
o reduce paperwork
o implement teacher induction and mentoring program
o assistance for teachers with classroom discipline
o reduce pressure and stress on teachers to raise students’
test scores

•

Recognition and praise for teachers who show commitment and
achievement
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•

Continuation of the Teach for America Program

•

Incentives for retired teachers to return to the classroom

The comments from the teachers or respondents in the non-Delta districts were
essentially the same. No differences were noted.

Findings Related to the Literature
This section presents a review of the findings related to the literature. The
best qualified teachers are typically recruited to better-funded districts with higher
levels of support (AAE, 2003; Ingersoll & Smith, 2003). In general, states offering
higher salaries, policies supportive of education and teaching, and states with a
greater number of higher education institutions, have fewer problems hiring teachers.
Teacher shortages seem to exist where there are not enough people who are willing to
work for the salary and under the working conditions offered in a specific area (AAE,
2003; Helmes, 2008; Ingersoll, 1995; Ingersoll & Smith, 2003).
The high demand for teachers is not seemingly driven by an undersupply of
entering teachers, but rather by excessive demand for teacher replacements driven by
a staggering teacher turnover rate. While the teacher supply in the United States is
sufficient on the whole, to meet the demand, there are, nonetheless, longstanding
shortages in particular fields/subjects (specifically: mathematics, sciences, special
education, and foreign languages), and in specific geographical locations (AASCU,
2005; Helmes, 2008; Ingersoll, 2001b). Keeping small schools in tact is one of the
best and least expensive strategies for recruiting and retaining high quality teachers
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(NEA, 2002). Financial incentives are clearly one tactic to attract more teachers to
high-need and hard-to-staff schools (Helmes, 2008; Hensley, 2005; Johnson, 2005).
Low salaries, social isolation, and geographic isolation are among the top
factors responsible for the difficulty rural school officials have in attracting and
retaining teachers (Ingersoll, 2003). Of new teachers who leave the classroom, 20%
leave within three (3) years, and 50% within five (5) years (AASCU, 2005; Helmes,
2008; Ingersoll, 2003c; NEA 2003; Schwartzbeck, et al., 2003). They say they feel
overwhelmed by the expectations and scope of the job, and lack of administrative
support (NEA, 2003).

Observations
It is important to note that the school district does appear to be an underlying
factor in determining commitment levels. Teachers who are interested in remaining
in the profession are not particularly interested in staying within the district. This
observation is particularly notable when one considers that salary (often a strong
motivator for continuity) does not factor into their decision to remain. What does
appear to have an influence in their decision, however, are race and the number of
years they have spent teaching within the district. Data from the study seem to
indicate that African American teachers appear committed to remaining in the
profession and in the district; yet, Caucasian teachers appear uncommitted to the
profession in general and in the district in particular. Likewise, those who have
taught in the district for a number of years are; seemingly, content to remain in the
profession and in the district.
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Conclusions
This section describes the conclusions and the researcher’s final summation
based upon data derived from the study. The research findings and conclusions
derived from this study mirror in large measures what other research studies have
shown regarding the major reasons for the teacher shortages. An interim report from
the Mississippi project CLEAR survey found that school leadership is critical to
retaining teachers. The report noted that most Mississippi teachers are satisfied with
their current workplace. These positive feelings are evident as approximately 85% of
Mississippi teachers say their goal is to stay at their current school. Nine percent note
that they want to move to a new school but stay in teaching, and 6% indicate that they
plan to leave the teaching profession entirely (Hirsch, Fuller, & Church, 2007). Not
surprisingly, survey results indicate that teachers with positive perceptions about their
teaching and learning conditions are much likely to want to remain teaching in their
current school. Leavers are more positive than movers, most likely because those
who are leaving teaching do so not just due to dissatisfaction, but other non-teaching
related causes. For instance, recent data from Schools and Staffing Survey indicate
that of the teachers who leave, 15% do so because of dissatisfaction with teaching as
a career and another 25% leave in pursuit of a non-teaching career (Marvel, Lyter,
Peltola, Strizek, & Morton, 2006). According to the Mississippi survey data, stayers
and movers expressed the greatest disagreement over measurers of leadership and
empowerment.
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Like many places around the country, the Mississippi Delta seems to suffer
from problems of teacher recruitment, retention, and distribution. Teacher tenure in
the Delta is about one half of what it was in 1983 when the average tenure was 20
years of service (Helmes, 2008; Lower Mississippi Delta Commission, 1990). The
study suggested the average years of service in 2003 seemed to be between 6 and 10
years. These data show an appreciable decline in the average years of service among
Delta teachers. Students, therefore, are not enjoying the benefit of a highly stable and
experienced teaching force. In addition to higher salaries, Delta school officials
should possibly consider giving financial incentives to teachers once they have
completed 5 years of service in the district, 10 years, 15 years, and so forth. These
considerations, higher salaries and financial incentives for years of service in the
district, are among several offered by Delta teachers as possible strategies to improve
retention. Other suggestions included: free employee insurance or lower insurance
premiums, financial support for employed teachers to earn advanced degrees and
more administrative support. When one looks at the data, it appears that years of
teaching experience in a district in the Delta is a major predictor of a teacher’s
decision to remain in the teaching profession and in the district. The prediction is
especially salient when one looks at the finding that once a teacher spends more than
10 years in a district, it is likely the teacher will remain. In fact, the latter seemed to
be a stronger predictor than salary in determining a teacher’s decision to leave or stay
in teaching. Race appears to have a significant effect upon commitment level among
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teacher respondents. African Americans seem to display a higher commitment to
remaining in teaching than their counterparts.
As a single predictor, salary seemed not to be a major predictor as to whether
a teacher leaves or stays in teaching or the school district in the Delta. However,
when salary was considered with age or years in the district, salary was a stronger
predictor. When one looks at novice teachers in terms of these considerations, one
could speculate that factors like marriage, family, social or geographical isolation,
lack of administrative support, lack of sufficient resources, and the magnitude of the
job could also play a major role in their decision. However, in the open comment
section of the survey, higher salary was mentioned most frequently as a major
consideration for influencing a teacher’s decision to stay in the current district and in
the teaching profession.
The researcher believes that higher salary coupled with a range of other
incentives like the ones mentioned in this section are important considerations for
promoting the retention of teachers. Once a teacher obtained an advanced degree,
according to the data, they were more likely to leave the district. Additionally, a
number of teachers indicated an interest in teaching but possibly in another district,
and persons who were assigned to teach out of their field of certification or area of
preparation were not as likely to remain in the district.
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Implications
The results of the study could have important policy and socio-cultural
implications. For the Delta region, one must develop a systematic knowledge of the
characteristics of the teacher workforce within the Delta region. It is also important
to understand the effects those characteristics have upon teachers' choices to enter and
remain in the district and in the teaching profession. Also, an effective strategy must
be established to recruit and maintain white teachers in the profession and within the
Delta region. School officials must also evaluate those characteristics unique to the
area or the schools that may positively impact the recruitment and retention of
teachers, such as working conditions, compensation, incentive packages, mentoring,
and so forth. For the profession, an effective strategy for recruiting, sustaining, and
retaining a sufficient and effective workforce must be established. One way to
improve the retention of teachers is to assign them to teach in their field or area of
certification. Teachers seem not to be comfortable with, and they appear not to be
appreciative of being assigned by principals to teach out of their field of certification
or preparation.

Recommendations
Based upon findings in this study, the researcher offers the following
recommendations:
•

This study should be replicated in school districts in other regions
of the state and compare the findings.
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•

The Delta school superintendents, in collaboration with the Delta
Legislative Delegation, the Mississippi Congressional Delegation,
the Delta Council, the PTA groups and teachers associations in the
Delta should seek special funding to implement the recruitment
and retention initiatives discussed in this study.

•

The researcher recommends that the school superintendents in the
Delta:
o Provide special programs of recognition and praise
for teachers who display extraordinary service and
achievement as it relates to students and the school
district.
o Institute induction and mentoring programs for
beginning teachers.
o Reduce class size in the lower grades.
o Provide adequate instructional equipment and
supplies for teachers.
o Give financial incentives to retired teachers who
return to the classroom.
o Institute a program of “grow your own” teachers.
o Refrain from assigning teachers to teach out of their
field or area of preparation and certification.
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•

The researcher recommends that other related research should be
conducted to answer the following questions:
1. What is the effectiveness of the Mississippi Teacher Center
Programs in addressing the teacher shortages in the
Mississippi Delta?
2. What percent of the eligible pupils in the Mississippi Delta
are enrolled in kindergarten and Pre-k programs?
3. What is the retention rate for teachers in the school districts
in the Mississippi Delta?
4. Why do teachers with advanced degrees tend to leave
teaching in the Mississippi Delta?
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MISSISSIPPI CRITICAL TEACHER SHORTAGE
SCHOOL DISTRICTS
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There are 47 school districts in the Mississippi Critical Teacher Shortage Areas.
County Locations
Bolivar
Carroll
Claiborne
Coahoma
Copiah
Greene
Hinds County
Holmes
Humphreys
Jasper
Jefferson
Kemper
Leflore
Madison
Marshall
Montgomery
Panola
Pike (new)
Quitman
Sharkey
Sunflower
Tallahatchie
Tate
Tunica
Washington
Wilkinson
Yazoo

School Districts
West Bolivar, Benoit, North Bolivar, Cleveland,
Shaw, mound Bayou
Carroll County
Claiborne County
Coahoma Agricultural High School, Clarksdale
Separate
Copiah County, Hazlehurst City
Greene County
Hinds Agricultural High School
Holmes County, Durant Separate
Humphreys County
East Jasper, West Jasper
Jefferson County
Kemper County
Leflore County, Greenwood Separate
Canton
Marshall County, Holly Springs
Montgomery County
North Panola Consolidated
South Pike
Quitman County
South Delta
Sunflower County, Drew Separate,
Indianola Separate
East Tallahatchie Consolidated, West
Tallahatchie Consolidated
Tate County
Tunica County
Hollandale Consolidated, Leland Consolidated,
Western Line Consolidated, Greenville Separate
Wilkinson County
Yazoo/Holly Bluff, Yazoo City Separate
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Teacher Information Survey
The following statements ask about your interest in teaching, reasons you might leave the
teaching profession, and teaching skills. There are no right or wrong answers, your
experiences and your opinions are very important. Please read each statement and mark
your response to each item. Thank you so much for your help!

Section 1

Ratings
Poor

Please tell us about your skills:
1.

Written communication skills

2.

Oral communication skills

3.

Organization skills

4.

Ability to work in a team environment

5.

Planning skills

6.

Leadership skills

7.

Supervision skills

8.

Conflict resolution skills

9.

Ability to integrate technology into the curriculum

10.

Knowledge of curriculum planning

11.

Knowledge and skills in assessment

12.

Knowledge of learning theory

13.

Understands and the ability to use different teaching
methodologies

14.

Knowledge and skills of individualizing instruction for
students
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Fair

Good

Excellent

Section II
Please tell us what would interest you in
continuing to teach.
15.

A positive teaching experience

16.

Professional development opportunities

17.

Participation in professional associations

18.

Knowing you are doing a good job

19.

Mentoring by master teachers

20.

Recognition by peers

21.

Recognition by administration

22.

Positive interactions with students

23.

Positive interactions with parents

24.

Enough time to complete job
responsibilities

25.

Enough time to plan instruction

26.

Pleasant working conditions

27.

Enough classroom supplies

28.

Input into instructional materials

29.

Administrative support for teachers

30.

Potential for leadership opportunities

31.

Stepped salary increases

32.

Merit based salary increases based on test
scores

33.

School policies supporting teachers

Ratings
Not
Important

(Form revised with permission from Dr. Sheila K. Ruhland.)
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Somewhat
Important

Very
Important

Extremely
Important

Section III
Please tell us why you might consider leaving
the teaching profession.
34.

Lack of promotion opportunities

35.

Limits on salary

36.

Lack of job advancement

37.

Lack of job security

38.

Lack of administrative support

39.

Lack of recognition for your work

40.

Decision that teaching is not for you

41.

Need more teacher preparation training

41.

Return to school for graduate degree

42.

Commitments outside of teaching
schedule

43.

Stress of accountability issues

44.

Licensure requirement issues

45.

School leadership issues

46.

School climate issues

47.

Classroom management issues

48.

Retiring

49.

Moving to another location

50.

Merit based salary increases based on
test scores

Ratings
Not
Important
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Somewhat
Important

Very
Important

Extremely
Important

Section IV

Ratings
Poor

Please tell us a little about your teaching experiences:
51.

Fair

Good

Excellent

I would rate my teaching experience as:

52. My commitment to teaching after completing my highest education level is: (Choose one)
No
commitment

Some
commitment

Above average
commitment

Extremely
committed

53. What is the likelihood of you continuing to teach? (Choose one)
I definitely plan to continue teaching as a long-term career for at least 8 or more years.
I probably will continue teaching at least for 3 to 7 years.
I plan to continue teaching but want to move to another school district.
I plan to continue teaching, but want to move to another state.
I plan to continue teaching, but not in a “teacher shortage” district.
I definitely plan to leave the teaching profession at the end of the school year.
54. Rate your level of satisfaction of the degree to which your educational preparation is being
used in your current position. (Choose one)
Not
Satisfied

Somewhat Satisfied

Satisfied

Very Satisfied

55. If you had a mentor teacher as a first year teacher, to what degree did your mentoring
experiences influence your attitudes about teaching? (Choose one)
Not
Available

Negative
Influence

Positive
Influence

Extremely Positive
Influence

56. What is the likelihood of you continuing to teach in your current district? (Choose one)
I definitely plan to continue teaching as a long-term career for at least 8 or more years.
I probably will continue teaching for at least 3 to 7 years.
I plan to continue teaching but want to move to another school district.
I definitely plan to leave the teaching profession at the end of the school year.
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Section V: Please tell us a little about yourself.
57. Your
age

58. Total years of teaching
experience

60. Total years in
this District

59. Ethnic Group

21-25

1-5

Black
American)

26-30

6-10

Native American

6-10

31-35

11-15

Asian/Pacific Islander

11-15

36-40

16-20

White (Non‐Hispanic)

16-20

41+

20+

Other

20+

61. Total years in nonteaching
(business/industry)

62. I teach out of my area.

(African

63. How many classes do you
teach out of your area?

1-5

Yes

1-2

6-10

No

3-4

11-15

64. What is your gender?

16-20

Female

20+

Male

65. Type of
Certification/Licensure

1-5

More than 4

67. Current Salary
66. I am a (n) teacher.

Type A

Elementary

25,999 or less

Type AA

Secondary

26,000 - 35,999

Type AAA

Special Education

36,000 - 45,999

Type AAAA

Over 46,000

Temporary/Emergency
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68. Please tell us about your educational background.
Degree

Year

Major

Minor

Subject area(s) licensed to
teach

Bachelor
Master
Specialist
Doctorate

69. Now please use the space below to share any additional insights, observations,
comments, and perceptions about the recruitment and retention of qualified
teachers for the Mississippi teacher shortage area, or any other issues related
thereto.

(Form revised with permission from Dr. Sheila K. Ruhland.)
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